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I. The National Commission on Excellence in Education*

The National Commission on Excellence in Education
was éréatéé By T. H. Beii; Sécrétary of Eéﬁéatibﬁ; "to
and to provide solutions" (p. iii). The charge to the
Commission, which consisted of eighteen persons, in-
cluded:

~-assessing. the quality of ;eachlng and

universities

--comparing American Séhébls and ééiiégés

--studying the reiatlonshlp between
college admissions requlrements and
student achievement in high school

;:iaéﬁtifyiﬁg educational programs which

—-assessing the degree to which major
social and educational changes in
the last quarter century have
affected student achievement

--defining problems which must be faced
and overcome if we are successfully
to pursue the course of excellence
in education (pp. 1-2).

. *The ﬁétibﬁéi ébmmis 7on on Excellence 1n Educa-
tion. A Nation at Risk: The Imperative for Educational

Reform. _Washington, D.C.: U.S. Government Printing
Office; 1983. ED 226 006.
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The Commission was dirécted to pay particular
attention to teen-age youth and so it focused largely
on the high schools. It went about its work by com-

missioning 41 papers on a variety of educational

issues; by listening to testimony from a variety of
individuals at meetings of the full CommisSsion, at six
public hearings, two panel discussions, a symposium,

and meetings arranged by the Department of Education's
regional offices; by examining existing analyses of
problems in education; by reading letters from various
concerned citizens, administrators, and teachers; and
by studying descriptions of "notable programs and
promising approaches in education" {p. 3).

The Commission's report sets out its theme from
the first sentences:

Our_ Nation is at risk. Our once un-
challenged preeminence in comme:rce, _
industry, science, and technological
innovations is being overtaken by
competitors throughoiit the world.

This report is coricerned with only one

American prosperity, security, and
civility. We report to the American
people that while we can take justi-
fiable pride in what our schools and
colleges have historically accomplished
and contributed to the United States
and the well-being of its people, the
educational foundations of our society
are presently being eroded by a

~E.



rising tide of mediocrity that threatens
our very future as a Natign and a
people (p. 5).

Qur society and its educational
institutions seem to have lost sight
of the basic purposes of schooling,
and of the high expectations and
disciplined effort needed to attain

them (pp. 5-6).

That we have comoromlsed thlS
commitment is, upon reflection, hardly
surprising, given the multitude of
often conflicting demands we have
placed on our Nation's schools and
colleges. They are routinely called
on to provide solutions to personal,
social, and pblifical p’.’i’.‘b’b’léi’ﬁ6 that
the horie and other institutions e@ither
w111 not or cannot resolve. We must
unde*stand that théSé démahdg in our

cial one (p. 6).
While describing the risk to the nation as an
economic one, the Commission asserts that it extends
beyond matters of industry and commerce: "It also in-

cludes the intellectual, moral, and spiritual strengths
of our people which knit together the very fabric of

our society" (p. 7). The nation is failing, the report
asserts, to fulfill a long-standing promise: "All,

ing their individual powers of mind and spirit to the

-9



utmost" (p: 8): This matter of educational equity has
long been a matter of concern to educators and lay
persons alike:

The Commission asserts that educational dimensions
of the risk are well-documented and provides only 13
examples, including: the functional illiteracy of 23
million Americans, the Ffunctional illiteracy of 13 per-
cent of all 17-year-olds, average achievement on
half the population of gifted students achieving at the
predicted levels of potential, the virtually unbroken
test scores such as physics and English, a 72 percent
increase in remedial mathematics courses in public
four-year colleges, and the complaints of business and
military leaders who spend millions of dollars on
remedial educaticn in the basic Skills area.

The Commission defines "excellence" in terms of
the individual learner, the school or college, and
society.

At the level of the individual learner,
it means performing on the boundary of

individual ability ir _ways that test
and push back personal limits,; in




school and in the workplace.

Excellence characterizes a school

or college that sets high expecta-

ticns and gecals for all learners,

then tries in every way possible to

help students reach them. Excellence

characterizes a §29£g£¥ that has
adopted these policies, for it wiill

then be prepared through the educa-

tion and skill of its people to

respond to the challenges of a

rapidly changing world. Our Nation's

people and its schools and colleges

must be committed to achieving

excellence in all these senses (pp. 12-13).
The focus of educational reform; the Commission
suggests, should be on the creation of a Learning
Society, at the heart of which "is the commitment to a
set of vaiuésAaﬁa to a system of education that affords

The CommisSsion is convinced that the resources needed
to reform the educat.onal system are at hand only wait-
ing to be mobilized through effective leadership: More-
over, the necessary support of the public for éaﬁéaEiaﬁ
exists and there is a strong call for education being
piECéd at the top of the nation's agenda.

The report observes that the declines in educa-

tional pérfbrmancé are iargély the consequence “"of dis-

s
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itself is often conducted" (p. 18). Specificailly,

findings are presented in four aspects of that process
--content, expectations, time, and teaching. The Com-
mission's recommendations deal with the four aspects:
The five recommendations of the Commission are:

--that State and ilocal high school
graduation requirements be strength-
ened and that; at a minimum; all
students seeking a diploma be
required; to lay the foundations in
the Five New Basics by taking the

following curriculum during their

four years of high school: (a) four
years of English; (b) three years of
mathematics; (c) three years of

science; (d) three years of social
studies; and (e) one-half year of
computer science. For the college-

bound, two years of foreign language
in hlgh sch001 are strongly reccm-

earlier (p: 24):

--that schools;, colleges, and univer-

sities adopt more rigorous and

measurable standards, and higher

expectations; for academic per-

formance and student conduct,; and
that 4-year colleges and universities
raise their requirements for admis-
sion. This will help students do
their best educattonaiiy with chail~
lenglng materials 1n an env1ronment

accompllshme.c (p. 27).

devoted to learning the New Basics;
This will requxre more. effectlve

longer school day,; or a 1engthené&
school year (p:. 29).

|
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--{that a varletg of actions be under-

taken] to improve the preparation of

teachers or to make teaching a more

rewarding and respected profession.

{These include raising the standards
for admission to teacher education
programs, increasing salaries,
adopting ll-month contracts for
teachers to provide time for curriculum
development, developing career ladders,
employing nonschool personnel resources
to alleviate shortages in mathematics
and science, providing incentives to

attract outstanding students into

teaching,; and involving master =
teachers in designing teacher prepara-
tion programs] (pp. 30-310).

--that citizens across the Nation hold
educators and elected officials
responsible for providing the leader-
ship necessary to achieve these
reforms, and that citizens provide
the fiscal support and stability re-
gquired to bring about the reforms
[proposed] (p. 32).

Each of the recommendations is éccbmpaﬁied by some

some of the actions which should be taken tc effect the
recommendation.

The report concludes with a confident assertion
that America is up to the task: "Despite the obstacles
and difficulties that inhibit the pursuit of superior
educational attainment, we are confident, with history
as our guide, that we can meet our goal" (p. 33): A

word is offered to parents and to students urging them



"to demand for your children the best our schools and

colleges can provide" and to exercise their best efforts
Risk, has already achieved one of its goals, that of
bringing education to the top of the nation's agenda.

Status, has moved a variety of individuals and groups
to call for reform, often calling for some direct

action, for instance, raising teachers' salaries, pro-
viding for merit pay, increasing the requirements for

graduation or for admission to ééiiégé. The Commis-

sion's focus is on curriculum and teaching. Its
recommendations dealing with content ("the very 'Stuff'
of education, the curriculum") and its suggestions for
"Five New Basics" are hardly new except for the addition
of a half-year of computer science. Nor are the "imple=
menting recommendations" sufficiently explicated "to
clarify what [they] mean by the essentials of a strong
curriculum” (p. 25). The Commission seems to take the
position that if it is willed, then it will happen. If
schools and colleges simply adopt more rigorous and

measurable standards and raise their requirements,

| Y
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students will then "do their best educationally with
challenging materials in an environment that supports
learning and authentic accomplishment® (p. 27). The
Commission's recommendations to lengthen the school day
and the school year is based, in part, on the finding
that "compared to other nations, America spends much
less time on school work" (p. 21). The report urges
that high school students spernd more time doing home=
work, that classroom management and organization of the
school day be improved, that discipline be improved

so that time is not taken from instruction to maintain
discipline, and that absenteeism and tardiness be re-
duced. Obviously the use of time is of critical im-=
portance in the quality of teaching and learning but
simply lengthening time without adequate attention to
all of the elements related to-the use of time, includ-
ing more learning-effective use of time, is not likely
to bring about improvement. The recommendations regard-

ing the improvement of teacher education and of teaching
aim to make the profession "more rewarding and re-
spected” as the means for improving the quslity of
education. Bach of the parts of the rocommendations
concerning teaching should; the Commission Suggests;, be

considered on its own rather than simply as an



iﬁﬁiéﬁéﬁtiﬁé recommendation: It is likely that this

- - — — e g mmm— — — e e

sion to teaching.
The report concludes by addressing parents and

their children "a deep respect for intelligence,
achievement;, and learning, and the skills needed to use
them; for setting goals; and for disciplined work"

(p: 35). And, it urges that this be done by parents
becoming "a living example of what you expect your
children to honor and emulate" (p. 35). Students are
admonished: "Even with your parents' best example and
your teachers' best efforts; in the end it is your work
that determines how much and how well you learn" (p. 35):

The Commission concludes with a plea that all segments
of the population give attention to implementing their
recommendations since reforming "our educational system
will take time and unwavering commitment. . . . wide-
spread, energetic, and dedicated action" (p. 36). It
is the last section of the report which carries the

Commission's call that America buckle down and get on

11



with educational reform: "It is by our willingness to
take up the challenge, and our resolve to see it

through, that America's place in the worid will either

be secured or forfeited" (p: 36)-

12




II. The Carnegie Foundation for the Advancement _ﬁ

Teaching*

dents more effectively and réééiﬁ.ﬁﬁﬁiié confidence
(p- xi). The decision was then made to

to examine the school as an educational xnstltutlon.

the "specific aim was to look at teachers; at students,

at what was being taught; searching for ways to streng-

then the academic quality of the public school" (p:

xii). while selecting the theme of gquality in educa-

tion, the study was aimed at equity as well since the

two concepts, equity and excellence, were seen as closely
\ connected: "Expanding access to the nation's ééﬁééié

must be seen as only the first step toward opportunity

*Ernest L. Boyer. High School: A Report,on Second
arx Education in America. New York:. Harper and Row
Publishers, 1983.

13
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for all: &aAnd it was our conviction that equality be

advanced as the guality of education is improved for
every student” (p. xii).

Fifteen public high schools were selected for field
study by a team of 25 educators. The team visited the
schools for at least twenty days each, visiting classes,
talking with students and staff, observing activities,
and participating in the life of the schools. School

visit time was more than 2,000 hours. Each observer
prepared a written report on his or her observations.
The reports were then reviewed for common themes, con-
tradictions, and priorities and a synthesis prepared
from which drafts of the final report were drawn. The
aim of the report "is to offer recommendations, stimu-
late discussion about secondary education, and, in the
end, reaffirm the nation's historic commitment to the
public schools” (p. xv).
The report begins with the belief that

the time for renewing education has_

arrived. We believe that today Amer-

ica has the best opportunity it will

have in this century to improve the

schools. There is growing national

consensus that our future depends on

public education. There is a spread-

ing awareness that every mind is a

precious resource we cannot afford

to waste. There is an eagerness to

move beyond the alarming headlines;

to begin to rebuild with confidence,

14
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the public schools. As in the past,

a new and more compelling vision of

education is required to meet this

challenge. And if we do not seize .

this special moment; we will fail the

coming generation and the nation (p.

1).

in a look at the world, the United States and the

public schools; Sputnik's launching by the Soviet Union
is the point of departure: The dramatic changes which

national security, economic recovery, and social welfare.
However, while recognizing the interlocking relationship

asks: "But where in all this are the students? Where
'is the recognition that education is to enrich the liv-

tunity for all?" (p: 5):

uage and link the curriculum to a

changing national and global con-
text



--To recognize that all students must
be prepared for a lifetime of both
work and further education

--To strengthen the profession of
teaching in America. This means
the improvement of conditions in
the classroom, betteér reécruitment
and preparation, better continuing
education, and better teacher re-
cognition and rewards

——To 1mprOVe 1nstruct10n and glve
serv1ce in antlc;patlon,of their
growing civic and social responsi-

bilities as they become adults

-=-To take full advantage of the infor-
mation revolution and link techno-
logy more effectively to teaching
and learning in the schools

—--To_smooth the transition from
school to adult life through more
'flexible class scheduling and by
making available to students new
learning places both on and off the
campus

--To reduce bureaucracy in education
and give school principals the sup-
port they need to lead

--To. récogﬁiZé thét éxééiiéﬁéé iﬁ eda-

-=Finally, the time has come for pub-
lic schools to be aggressively sup-
ported. by parents; school boards;
and gbVérhméﬁt as well; and for the
nation's historic commitment to _pub-
lic education to be vigorously re-
affirmed by alt (p. 7).

16



These topics provided the framework for the report.
Each theme is discussed and proposals for reform are

set forth.

high Schools suggests mixed grades. On the one hand,

Boyer believes tha* there are signs that American educa-

'

tion is beginning to improve and cites some signs o
thiéa iéVéliiﬁé off of test scores, Eiéﬁiéﬁiﬁg of

in schools: On the other hand, Boyer sees more demands
Eéihé made on individuals and society so that we cannot

One of the major problems schools face is that
they have "accumulated purposes like barnacles on a
weathered ship” (p: 57) and are called upon to provide
services and transmit values which were formerly ex-

pected from other agencies and institutions such as

the family, the community, and the church. The problem,
‘as Boyer sees it,; is that we want the high schools to
accomplish entirely too much. What is needed is that
the high school focus on realizing a clear and vital

mission. The reﬁort sets forth four "essential goals":

1. The high schooi should help all stu-

dents develop the capacity to think

critically and communicate effec-

tively through a mastery of language.



2. The high school should help all stu-
dents learn about themselves; the
human heritage, and the interdepen-
dent world in which they live through
a core curriculum based upon conse-
quential human experiences common
to all people.

3. The high school should prepare all

students for work and further educa-

tion through a program of electives

. that develop 1n61Vtuua1 aptitudes

4. The high school should help ail

students fulfill their social and

civic obligations through school and

community service (pp. 66-67).

Sample student transcripts are presented to show

the extreme variations in requirements for graduatlon

and the absence or existence of curriculum standards.

The report comments:

buring the past two gears, we

have heard much talk about raising

academic standards, improving test

scores, lengthening the school year. -

Many school people seem more con-

cerned about how long students stay

in school than they are about what

students should know when they de-

part. We also have heard talk about

adding another unit of science,;

another unit of math, or another

unit of English to the required

core, but we have heard little

about the content offhlgh school

be an educated person (pp. 83-84).

is what is needed and that the goal should not be the

18




in school determines what is learned” (p. 84). Boyer's
first curriculum priority is language: “the mastery

of English is the first and most essential goal of edu-
cation" (p. 93). His second curriculum priority is

"4 core of common learning--a program of “equired courses

in literature, the arts, foreign language; history,

Civics, science, mathematics, technology; health--t
extend the knowledge and broaden the perspective of

eVery student" (p. 94). Each of these areas is discussed
briefly in terms of courses, although Boyer warns that

"beefing up traditional academi¢ covrses while essential,
is not sufficient® (p. 114). What is needed is the
bringing of coherencs to student learning through "a

new interdisciplinary vision . : : . The content
of the core curriculum must extend beyond the specialties
to touch larger, more transcendental issues" (p. 115).
In addition to expanding the number of required courses’
from a half to two-thirds of the total--adding to the
traditional English, mathématics, and science courses
and giving "added priority to foreign iéﬁ§ﬁ&§é; techno-
logy, civics, non-Western studies; the arts, the impor-
tance of health, and the meaning of work"--Boyer proposes

19



an independent project for all seniors to help provide
coherence to their studies (p. 116).
The report is critical of the preparation high

ege or to work. To prepare all students for a life
ing in the basic skills; a common core of learning;

a cluster of elective courses, and student assessment
and counseling to smooth the transition to jobs and
higher education" (ps 11t):. Vocational education is

Boyer proposes that a carefully planned program of
"elective clusters" be cailored for each student, such
clusters to include five or six subjects enabling ad-
Vanced study in selected academic subjects or the ex-
twe. To provide these elective clusters, high schools

networks and specialty schools, drawing upon resources

oped; recommending that guidance services be expanded,

20 C )
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the counselor caseload be no more than 100 students,
and referral services to other community agencies be
provided for students requiring additional profession-

the conditions of teaching, the recognition and rewards
of teaching, teacher salaries, the recruitment of teach-
ers; the schooling of teachers, continuing education

of the profession, teacher career paths, and part-time
teachers: Boyer's recommendations "are aificd at keep-
ing outstanding teachers in the classroom and attracting
into teaching young persons worthy to be their SuUcCeSSors"
(p. 185). If the recommendations are implemented, Boyer

believes, teachers would be regarded and treated as
professionals and would begin to consider themselves
as professionals but, "Above all, they would be better
teachers and the quality of the school would be enhanced"
(p. 185).

The report's recommendations regarding the teaching

profession deal with improving the working conditions:

21

0o
/]

.



noninstructional duties; and participation in a competi-
tive grants program for special prcfessional projects.
Recognition of outstanding teachers is urged. Bover
recommends improving teacher salaries and, in addition,

adding a two-week Teacher Professional Development Term

to the school year with approprlate compensatlon, a

paid Summer Study Term every five years, and a Teacher

The report suggests that mors glfted stvdents be
recruited into teaching: To do this, colleges and uni-

Versities would provide full-tuition scholarships to
the top five percent of their gifted students who will
teach in public schools and the fédérai government would

establish a National Teacher Serv1ce, a scholarshlp
program for the top third of graduating high school

seniors who would enter teacher education programs and

nct of "teacher education" or even "teacher traihihg.“
A five-step program is proposed:

1. The first two years of college should

conSISt of a core of common learn-

ing similar to the high school core

curriculum, offered by the liberal

arts department.

2. All teacher candidates should be

carefully selected at the beglnnlng



of the junior year. They should

have B or better averages.

3. After selection at the beginning of

the junior year, the teacher candi-
date should devote the next two

years primarily to a major in an

academic subject and classroom ob-

servation.

4. After éoﬁﬁieting the core curricu-
1 and a "solid academic major,"
a 11fth year should be devoted to_

experience, including a four-course
sequence dealing with Schoollﬁg in

and the Use of Technology

5. The fifth year should include __
classroom cbservation and teaching
experience with senior teachers.
During the fifth year, teacher can-

day Common,Learnlng,Semlnars where
théy “would meet outstanding arts
Would relete the knowledge of

their fields to a contemporary

political or social theme" {p. 1775.
ing education must be part of every teacher's profess-
ional life, part of  a realistic policy which every
district should adopt.
The report argues that "Good teachérs must be recog-
nized and moved forward within the profession, not out-
side,it. And salary increases should follow such .

recognition” (p. 179). Boyer's career path would

23



involve: (1) credentialling which would come at the
conclusion of: the five-year college preparation and
passing an examination in English proficiency and sub-
ject matter competence; (2) serving as an associate
teacher for two years under the mentorship of senior
teachers; (3) becoming a teacher following a formal
review after two years "based upon testimony of the

teachers as well as teac~h. Each rank would be accom—
panied by significant salary increases. Boyer believes
that such a well administered career path program "would
bring health to the profession, confidence to the public,
and excellence to the classroom" (p. 183)-:

profession is concerned with recruitment of part-time
practitioners from a variety of sources intluding joint
appointments of person from business and industry,

in-and-out teaching terms for professionals,; and modi-
fication of teacher certification to include part-time

practitioners. Boyer asserts that while he supports
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a highly paid, fully professional teactz=r corps,; h
believes the time has come to enrich that force with
outstanding part-time professionals.

Boyer views technology as a way of extending the
teacher's reach with the challenge of building "a’ part-
nership between traditional and nontraditional educa-
tion, letting each do what it can do best” (p: 200).

The various eleéctronic teachers ﬁféﬁiéé "to'enrich the
study of literature, science, mathematics, and the arts
through words, pictures; and auditory messages” provid=
ing they are linked closely to school objectives (p.
201). There are things which television; calculators,
and computers can do very effectively but other things--

such as making value judgments and teaching students
their own lives in perspective, to sort out the bad
from the good, the shoddy from that which is elegant
and enduring. For this we need teachers, not computers"
(p. 201).:

A nev Carnegie uni* is proposed by Boyer--not a
Carnegie unit which deals with a measure of academiic
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30 hours a year. Students would have responsibility
for organizing and monitoring such service activities
and they would work with school officials to arrange

for appropriate credit: The goal of this volunteer
service "is to teach values--to help all students under-

stand that to be fully human one must serve” (p. 215).

The report acknowledges the key role of the build+

ing principal in bringing about more effective schools
but notes that most “principals have limited time, few
resources, and little leeway for decision making . . .

little or no control over their budgets and [little
ability] to reward outstanding teachers, deal with un-
225-226). Boyer's recommendations are that the princi-
pal be given more control, more responsibility, and
more discretionary leeway in those activities that make
a difference and that outstanding principals be given
special recognition.

Boyer argues that
The urgent need is not lengthening

the school day or school year, but

complete a science laboratory ex-
periment, more time to write essays
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and critigue them; more time to en-

gage in extended foreign language

conversation. Therefore, we recom-

mend that the class schedule be more
flexibly arranged to permit larger

blocks of time, especially in

courses such as laboratory science,

foreign language, and creative
writing (pp. 232-233).

The report explores the pros and cons of school
size; noting that research during the past few decades
indicates that small schools have an advantage over
large ones in terms of student participation and pro-
vision of emotional wupport. However, Boyer advocates
flexibility concerning size as he does flaxibility about
time. ®

Flexibility is also suggested regarding the gifted
and disadvantaged, "those who are not successsfully
served by conventional arrangements" (p. 236). Boyer
believes that gifted and talented students are often
overlooked in today's schools. He recormiiends fﬁét schools
make special arrangements for gifted students including
ments with colleges and universities, magnet schools
where feasible; and residential academies for less densely
populated areas.

For the disadvantaged or high-risk student, the

report recommends that dropout prevention begin in the
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proficiency and provided with remedial help if needed,
and that alternative sc¢hools be organized to provide
the intensive, continuous and personalized help needed

mends that each state establish a panel "to permit educ-
cators at both levels to define an integrated school-
college curriculum that provides both continuity and
coherence and assures smooth transfer from high school
to higher education” (p: 254). The report proposes
that schools and colleges develop flexible arrangements
for accelerating progress of students from one level
to another. Specifically, he recommends "that every
and other flexible arrangements--credit by examination;
early admission; and advanced placement--to permit able
students to accelerate their academic progress® (p.
260).

The report urges colleges and universities o become
more involved in "bolstering the skills and morale"
of teachers already on the job since they will form
the largest portion of the teaching staff during the

1980s: Boyer recognizes the need for institutisns -




Boyer recommends that schools and corporations
establish partnerships to enrich the quality of educa-
tion and proposes five separate strategies: (1) busi-

(2) businesses can help gifted students, especially
in mathematics and science; {3) corporations can help
in teacher renewal through grants,; fellowships, and
special recognition; (4) businesses can help in student
transition from school tc work; and (5) businesses can
help administrators develop their skills as managers
and leaders.

Boyer observes that "high schools of the nation
are only as strc.ayg as the communities of which they
are a part. The rencwal of the school must, quite liter-
ally, begin at home" (p. 286). Teachers, parents, stu-
dents, school vfficials, and concerned citizens must
all be involved in the renewal process: The iocal
community, the state, and the federal government each

has a role to play in improving education:



pe fulfilled and that, as a nation, we will meet the
challenge" (p. 319).

The Carnegie Foundation for the Advancement of
Teaching report lists some dozen "priorities" or facom-

mendations which, in Boyer's view; "taken together,
provide an agenda for action" (p. 301): Unlike some

of the current reports, this one recognizes serious
problems in the nature and quality of education high

to help them realize a "clear and vital mission" are
relatively broad and inclusive. They provide a focus
for local discussion in order to establish "clearly
stated goals--purposes that are widely shared by teach-

proposed will be debated in terms of the basic

notion of a common curriculum for all and the balance
afiong its various parts. Boyer calls for flexibility
in time but still presents the core curriculum in

terms of units. He thinks all students
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ish as a first foreign language:. As other reports have
been, Boyer's report is critical of Eﬁé‘pfaéfiéé of
tracking which separates "students into programs for
those who 'think' and those who 'work'" (p: 126). Noting

that education in the future will have to be lifelong;
he proposes elective clusters during the last two years
to provide transition to work and/or higher education:

” Some of Boyer's recommendations regarding renewal
posal for part-time practitioners downgrade the role
of schools of education and the long-standing debates
over Eﬁé.ﬁéEﬁfé of teacher education: Few §6&13 argue
tion of schools of education but his recommendations
regarding the preeminence of university liberal arts
faculty and master teachers in teacher education pro-

grams will be debated.




Boyer argues that lengthening the school day and/or
more efficiently and effectively. He suggests that
teachers use a variety of teaching styles; set high
expectations, clear standards, and fair evaluations;
and evidence "enduring qualitieés in human relationships
that still work: contagious enthusiasm, human sensitiv-
ity, optimism about the potential of the students" {(p.
312).

The report suggests a number of cautions about
the new technology, noting that such technology can
enrich instruction if careful planning results in in-

While the Boyer report is not without its contro-
versial recommendations, the general tone of thé report
tends to be more re:sonable and subdued than some of
the other reports. The recommendations are offered
as the basis for discussion and the issues raised should

certainly stimulate debate.
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III. A Study of Schooling*

John Goodlad points out that A Study of Schooling
was motivated in part by his conviction "that most ef-
forts to improve schools founder on reefs of ignorance
-~-ignorance of the ways schools function in general and
ignorance of the inner working of selected schools in
particular” (p. 16). Thus, the study was based on the
premise that schools need improving biit to improve
them we must first understand them and, particularly,
we must understand the individual schools. The purpose
of the study was to enharce understanding "of the

place called school."

A total of 38 schools--12 senior high,; one second-
involved, chosen because they represented "maximum di-

versity and representativeness in a sample of small

and 8;624 parents. Detailed observations were made in

*John I. Goodlad:. A Place Called School: Pros-
pects for the Future. New York: McGraw-Hill Book Co.,
1983,
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moré than 1,000 clasSrooms.. While not claiming a randon
sample, Goodlad observes that "it is reasonable to assume
that [the] problems and shortcomings emerging most con-
sistently are to Some degree characteristic of schools
beyond our sample and suggest an agenda for school im-=
provement" (p. 18). The report is somewhat sparing in

the data presented. Instead there are several dozen
technical reports which are available separately. Only
a very few tables are included in the report itself.
Goodlad and his associates identified some ten

themes from the data, themes which seemed to define and
describe schooling: “"the themes thus help us see that
schooling has a common set of characteristics and that
school-to-school differences result from the sum total
of how these characteristics manifest themselves in each
alike; on others, they differ quite significantiy” (p.

29). The ten themes include: (1) school functions,

(2) the school's relevance in the lives of its students,
of resources for learning, (7) equity, (8) the hidden or
implicit curriculum, (9) satisfaction as a criterion of

school quality, and (10) the need for data. In addition

3s



of Eﬁé,§6E861,§§ the unit for improvement. . . . efforts

at improvement must encompass the school as a system of

icant proportion of our people, not just parents, care
about them" (p. 32).

for schooling. Goodlad observes: "We are not without
goals for schooling. But we are lacking an articulation
of them and commitment to them. The goals represent
four broad areas: (1) academic, (2) vocational, (3) so-
cial, civic, and cultiral; and (4) personal. Goodiad
recommends that each state should articulate commitment
to these broad areas of educational goals as its basic
policy, that each school should have responsibility for
developing a means of continually assessing each stu-

dent's program and guiding his or her curricular selec-




educational functions, let alone do the other things
schools are called upon to d¢" (p. 59). Goodlad pro-
poses that states also take the lead in planning and im-
plementing alternative configurations for educational
 purposes of various educating agencies and institutions-
by vigorously supporting communitywide education. And,
states should gather data concerning the total educa-

tional system to be used in better planning. Goodlad
asserts: "Let the states send a strong message of guid-
ance,; challenge; and hope for education and accompany 1t
with clearly articulated expectations for education in
schools" (ﬁ: 60).

The study found that both parents and professionals
wanted more from the schools than what is implied by the

phrase "intellectual development.” In addition to a
reasonable balance between intellectual, social, voca-
tional, and pérécnai goals, they want the schools to be
nurturing, caring places. The data concerning emphasis
"would suggest the dialogue, diagnosis, and subsequent
planning in which district administrators, parents,
students, the school principal, and teachers might en-
gage in seeking to assure attention to the academic,
social, vocational, and personal education of the young"

(p. 69). Goodlad found that parents' concern with their
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gehnels! provisions in the varvicous subjest Freids;
r'.~—~~-'nq-q --..,..n R A

more discipline or back to the basics: There is a con-
cern for behavior and safety which must be probed more
deeply to determine the sources for satisfaction or dis-
satisfaction:

matters which have little or nothing to do with the in-
tellectual function of the school. This finding to-

gether with other data about school life that affect
the school's performance of its educational mission are
probed.

The study data indicate that student misbehavior,
lack of student interest, lack of parent interest, and
drug/alcohol use are all perceived as significant prob-
lems by’parents and teachers alike. Surprisingiy, no
group studied ranked high in intensity "problems of
curriculum, administration, rules and regulations, grad-
uation standards, and the like. Even the prbbiém of
lem of mild intensity" (p. 72). Over 80 percent of the
parents surveyed were apparently very satisfied with
schools' provisions in the various subject fields.

Goodlad concludes that: "In seeking to improve our



schools, we may discover that some gains in standardized

achievement tests scores will not satisfy the full array
of interests that parents and students have in their
schools, interests that reach to the whole life and ex-
tend well beyond academics" (p. 75). His findings con-

ééfﬁiﬁg the iﬁﬁbftaﬁéé of the school's ambience and the

tional education, "curtailing the general education of

some of these future cxtxzens because we consider them
incapable of acquiring it. But perhaps the educatonal

system is not yet adjusted to the tasks of providing the

employment" (p. 91).
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The study teams observed more than a thousand

classrooms and found patterns of teachzng and learnzng
activity which seemed to characterize these classes.
These included:

1. The. domtnant pattern of classroom or-
ganization is a group to ~which the

whole:

2. Each student essentially works and

achieves alone within a group set-

ting:

3. The teacher is the central figure in

determining the activities as well as

the tone of the classroom:

Most of the time the teacher is en-

gaged in either frontal teaching,

monitoring students' seat work; or

conducting quizzes.

5. There is a paucity of praise and cor-

rection of students’ performance, as

well as teacher guidance in how to do

better next time.

6. Students generally engage in a rather

narrow range of classroom activities--

listeniung to teachers, writing answers

to questions, and taking tests and
quizzes.

7. The patterns are quite commonly de-

scriptive of upper elementary classes,

and become more accurately descriptive

with progression to junior and senior

high schools. The variety of teaching

mentary grades and least in the second-

ary school years.
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peared to be pass1ve1y content with

classroom life. . In general, they

felt positive about both peers and

teachers. They expressed considerable

liking for all subjecggigggigigssroom

activities--even the repetitive lis-
tening to teachers' talk.

9. Even in the early eiementary years there

was strong evidence of students not having

time to finish lessons or not understand-

ing what the teachers wanted them to do
(pp: 123-124).

were reasonably well balanced; especially in the elemen-

téry and juﬁiér higﬁ schools. Goodlad found little atten-
high schoeol. He was concerned about vocational education
using the largest percentage of teachers at the senior

high school level. &and, he felt "profound uneasiness" about
the school-to-school variations: "The game of chance associ-
ated with the school attended is only the beginning in a

eries of differentiations beginning in the early elemen-

0]

tary grades and appearing to be highly nrcedictive of stu-~
dents' academic and vocational futuras" (p. 158).

Goodlad is highly critical of grouping which he
sees as restricting access to academic curricula with
upper groups experiencing a richer body of curricular
content while the lower groups are given more drill and
rote learning. His general conclusion was that the
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38 schools received children differ-
entially ready for learning, educated

. them differently in their classrooms
\  and graduated them differentially

prepared for further education, em-

ployment, and presumably, vocational
and social mobility. The 17,163 stu-
dents in our sample had quite differ-
ent opportunities to gain access to
knowledge during their years of

schooling. At least some of these
differences in opportunity to learn,
it appears, were differentially as-

sociated with _economic status and
racial identification (p. 160).

Goodlad recommends a general education and common
curriculum for all students with no electives in this
common curriculum but opportunities to pursue areas of
special interest for the balance of time:. He views
mastery learning as a means of providing for individual
uifferences but belisves that it has "less practical
significance for the next decade or so than the inherent
concept of nearly all students being able to learn math-=

ematics, science, social studies and the rest if appro-

priate learning conditions are established" (p. 166).

Goodlad characterizes "the economic, social and
political context of schooling as having been more nega-
tive than positive during the 1970s" and believes that
"school personnel perceived themseives to be working in
an atmosphere of criticism, derlining confidence and

suppbrt; and little appreciation” (p. 167). He examines



the polarized views of the literature--that teachers
contribute little to intellectual motivation and academic
achievement and that everything depends on the teacher
and concludes that teachers are potentially poweriul in-
fluences whose functioning i§ inhibited by the circum-
stances in which they work. Goodlad views the directions
for school improvement as fairly clear: "diagnose and
seek to remedy the impeding conditions; improve teachers’
knowledge and skills" (p. 168).

From a survey of 1,350 teachers, Goodlad builds a
picture of the job and role of the teacher--why they
teach and why they would leave teaching, their satisfac-
tions and dissatisfactions, the problems they perceive.
In Goodlad's view, "the greatest strains are now in the
past. Educators are learning more about these circui=
stances and how to deal with them” (p: 182).:

Unlike what is said in many other reports, Goodlad':
observation concerning the adequacy of teacher prepara-
tion is: “"to the degree EEQE,Eé&EEéEé‘ self-perceptions
of their preparation square with an estimate of what
teachers need to know about a subi-ct; a hypothetical

in academic background” (p. 181): There may be a gap in

teacher preparation but if will be closed by sttantion
42
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adeguate preparation in their subjects and believe that

pérfbrﬁiﬁg well, They 5fé;'ﬁowever;

wi

their colleacgues ar
functioning quite autnnomously and in isolation. The
circumstances in which teachers teach today; in Good-
lad’s view

include some gain in their autonomy

in the community accompanied by some
loss in prestige and status; an in-
crease in the heterogeneity of stu-

dents to be educated; especially at

tha secondary level; increased utili-

zation of schools to solve critical
social problems such as desegrega-.
tion; a marked growth in governance

of the schools through legisiation

and courts; continuation of rela- _
tively low personal economic return;
limited opportunities for career
changes within the field of education;
and continuation of school and class-
room conditions that drain physical
and emotional energy and tend to ,
promote routine rather than sustained

creative teaching (p. 169).

Holding teachers accountable for increased student
achievement without attending to the circamstances in
which they teach is unlikely to improve the schools in
which they work or the quality of their professional
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Again, Goodlad's survey of what schools and class-
rooms teach presents a somewhat different picture from
some of the other reports: His data "reveal not only the
curricular dominance of English/language arts and mathe-

matics but also consistent and repetitive attention to
'basic facts and skills. Developing 'the ability to read,
write and handle basic arithmetical operations' . . .
pervades instruction from the first through the ninth
grades and the lower tracks of courses beyond" (p. 236).
Howzver, the survey schools seemed not to be developing
"all those qualities listed under 'intellectual develop-
ment'; the ability to think rationally, the ability to
use, evaluate, and accumulate knowledge, a desire for
further learning” (p. 236). Two major deficiencies
seemed to pervade curricula in all schools: "The first
is a failure to differentiute and :eée the relationships
between facts and the more important concepts facts help
us to understand. The second . . . is a general faiiure
to view subjects and subject matter as turf on which to
experience the s:trugyles and satisfactions of personal
development" (p. 237).

Goodlad is especially critical of the void betwsen
“the rhetoric of individual flexibility, originality,

and creativity in nur educational goals" and the actual
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cultivation of these in the ‘schoois. In fact, he notes
that ééﬁééié seem to condition students in exactly the
opposite behaviors. Goodlad is troubled about "the
fiat, neutral emotionai ambience" he found in most of
the classes observed. Nor does Goodlad believe schools
need to curb "movement, small group work, and even overt
expressions of joy, anger, and other feelings" but rather
he argues for tncrea51ng "vicarious experience des:gned
to connect students in some more passionate and compas:-
sionate way with the wholeness of human experience and
especially with such existentiail qualities as haﬁé;

' courage ard love of humankind® (p. 243).

In Goodlad's sample, he finds teachers Véfy much
preoccup1ed w:th attempt1ng to teach children and youth
exactly those things which they are blamed for not teach-
ing. Goodlad believes that we really want more than
just the basics and yet realistic expectations must be
set for schools.

Goodlad concludes from an examination of similar-
ities and differences among the schoois studied:
"Schools differ; schooling is everywhere much the same.

Schools differ ia the way they conduct their business

[ ]

and in the way the people in them relate to one another

in conducting that business. But the business of




schooling is very much the same" (p. 264). He believes

schools conduct the business of schooling. But, much
has been learned about improving scheoling and especially
the misleading simplicity of many past diagnoses and
solutions.

The report concludes with two éﬁéﬁféfé which deal
with improving those schools we now have and going beyond
today's schools. Goodlad sees ‘

the agenda of school improvement [as]
formidable. It includes clarifica-~.
tion of goals and functions; dewelop-
ment of curricula to reflect a broad
educational commitment; teaching de-
signed to involve students more
meaningfully and actively in the
learning process, increased oppor-
tunities for all students to. gain
access to knowledge, and much more:
Significant improvement will come
about not by tackling these probiem
areas one by one, but by addressing
all or most of them as a system

(p. 271).

Goodlad's recommendations for improving today's
schools stem from his and related studies of educational
change and improvement together with this study of what

goes on in schools.

Goodlad argues strongly for the "school as the unit
for improvement and those associated with the individual

school as the persons to effect change” (p. 274). He
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recommends that the "state.should hold the district ac-
countable for communicating the state's goals for educa=
tion in schools, developing balanced curricula in each
school, employing qualified teachers, providing time

ing equity in the distribution of these resources"

(p: 274). ‘The districts should then institute decen-

school-to-school equity and a measure of accountabil-
ity." Each school must then become largely self-
directing and responsible for its own self-renewal.
High priority should go to the selection of principals
and development of their ability to lead and manage:

A broadly based policy and planning group would assist
the principal and "would be constantly alert to prob-
lems affecting the school as a whole, would identify
the need for new pbiiciégp‘éha would be responsible
for final approval of the planning document and budget
prepared for discussion by the principal with the su-
perintendent” (p. 278). Goodlad urges that the school
budget provide freedom to exercise control through al-
ternative plans for using funds. Teachers should be

involved in decisions regarding funds for materials.



staffing plans. Teachers should be employed for 20
days of planning and school improvement activities be-
yond the 180 teaching days. 'Each building should have
flexibility in scheduling these staff development and
curriculum development days.

Goodlad found a considerable discrepancy between
goals for schooling and the curricular provision for

their attainment. He found that existing curricula

from accretions of exzpedient decisions and omissions”
(p. 280). He asks the question--how much curricular
variation can we afford--and suggests that the answer
has been mMore than we can and should afford: Some
provisions for individuals' differences must be made,
including pedagogical ones: "more time for students
th take longer, experiential activities designed to
overcome difficulties with abstractions, summaries and
medium of instruction and so on. The specifics of
content also can and should be varied" (pp. 280-1).

requirements for all schools.




each week but cautions that a "uniform time utilization
target probably would be less constructive than initiat-
ing a process for improvement in each school” (p. 282).
Staffs should have the opportunity to use time in dif-
ferent ways. Adding to the days and hours of schooling
‘could well be counterproductive if there is not suffi-
cient attention to improving the ways this adGad time

is used.

two kinds of planning processes: (1) an analysis of

tion and (2) an analysis of the allocation of teachers
to various subject areas as well as "the actual dis-

in the curricula experienced by selected students”

(p. 283). The purpose of these processes is to attend
to problems of curricular balance and to aid in plan-
ning future staffing.

Goodlad notes = growing trend toward greater
specification of subject requirements for high school
graduation; part of increased curricular mandates:

He reminds readers that "however loosely coupled the

system of schooling may be, it is nonetheless a system.




Major changes in one part affect othér parts" (p. 285).

and science, this affects secondary school staffing and
curriculum. If curricular change proposals are not ac-

companied by significant improvements in pedagogy; a
higher dropout rate could result, especially for some
minority groups. Goodlad argues that the quality of
schools must be judged by their holding power and not

just be assessment of their graduates.

a
The report argues for better balance among fields

(o}
i
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tudy as well as greater commonness of study in

he recommends that each student have a cumulative

folder which details what studies have been completed,
Goodlad recommends that two-thirds of the students®

programs would be common with a balance as follows:

up to 18 percent in literature and language (English

and other); up to 18 percent in mathematics and science;

up to 15 percent in the areas of society and social

studies, the arts, and the vocations; and up to 10 per-

cent in physical education. The curricular areas
50
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for electives; an individual choice but a guided one.
Goodlad proposes that "about two thirds of all students'
programs would be common; the rest would be made up of
selections from a limited array of electives" so that
"all students would have experienced, by the time of
graduation; a curricular core" (p. 287). Goodlad sug-
instruction. Goodlad makes his argument for common core
curriculum and limited electives on his conviction that
data regarding individual differences “ﬁéVé more com-
pelling implications for pedagogical than for curricular
differentiation" (p. 289). The fundamental principles
which should guide curricular balance are that the role
of primary and secondary education is to provide i gen-
eral education, not a gpéciéiiZé& one, and that judi-

cious pedagogical and even curricular adjustments are
necessary for meeting individual differences. It is
recommended that research and development centers be
created to focus on school curricula and accompanying
pedagogy, each focusing on a particular domain of knowl-

edge, thought, and process on a K-12 basis.
51
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Tracking is viewed by Goodlad as giving up on
the problem of human variability in learning and should

be abandoned. Instead there should be a common Core

the narrow range of teaching practices employed, Good-
lad suggests that exemplary model or "key schools®
linked to universities and schools be created to develwop,
The employment of "head teachers for units of
schooling” is recommended. Such pe;sans.wcuid teach
part-time, would serve as role models to fellow teachers,
provide assistance, and realistically serve as instruc-
tionai leaders. Goodlad has reservations about building
principals being able to serve that function. The pro-
posal for head teachers is aimed at doing better with
the teachers already in place and, at the same time,
improving "the quality of the workplace and providing
incentives for attracting and keeping high quality

teachers® (p. 303).
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and elementary schools from whence the students come
in order to deal with problems of sequence and conti-

nuity in the curriculum, focus attention on each stu-

dent's balance of studies, approve recommendations for
acceleration, and so forth. |

As to staffing elementary schools, Goodlad sug-
gests that each school have a staff of fully qualified
teachers, each with some concentrated preparation in
a curricular area; that the elementary schools not be
aépartméntaiiZéé; that the nuclear faculty be less than
the total number of positions authorized for the schcol

a balanced curriculum can be assigned; and that the
staff be organized into teaching teams. He urges that
schools be reduced in size, using the school=within-
school concept for larger schools. Goodlad suggests
larger schools organize "houses," each with its own cur-
riculum, students, faculty, and counselors but sharing
certain central facilities. Such houses should be or-
ganized vertically, not horizontally.

As for teachers; Goodlad proposes that there be
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differentiation in function and accompanying preparation
to perform a particular function® (p: 313). In addition,
there have to be clear entry routes to the various lev-
els--assisting and apprentice roles, career teachers,
and head teachers. Goodlad recommends "a two-year pro-
gram of professional studic; and clinical experiences

prior to a period of resident status in the hope that

the use of teaching methods not commonly practiced in
schools" (pp. 316=17).

Goodlad stresses that the proposals ire not meant
to be prescriptive but rather to illustrate directions
and guiding principles. Above all, he emphasizes their
1ists of unconnected simplistic solutions to complex
problems" (p. 3138).
school: we have, Goodlad concludes with a discussion
of going beyond those schools. He suggests that we con-
sider "four conditions . . . that will affect schools
whether or not we address their implications for the
conduct of education and schooling” {p. 321). These

conditions:
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The first is a youth culture pow-

erfully preoccupied with it<elf

and made up of individuals much

less shaped by home; church, and

school than once was the case;

A second condition, to which our .

system of schoolxng has responded

sluggishly, is the stunnxngiv

swift advance of technology in

virtually all aspect-: of ltfe.

Third, in regard to vocatxonal

education the school may be; in

the late twentieth century, where

the home was in the late nine-

teenth. It became impoussible,

about a hundred years ago, for

famllles to prOV1de thelr child-

gainful employment in the emerg-
ing workplace.
Fourth, there will be no diminu-

tion in the need and our expec-

tations for a highly educated
society (pp. 321-2).
Goodlad asserts that the liope for the future rests
with our ability to use and articulate effectively all
those educative and pétéﬁiiaiiy educative iﬁéfifﬁfiéﬁé

museums, workplace, and more" (p. 323). He suggests a
rethinking of the continuum of schocling and recommends
Specifically that:

1. Secondary schooling end and a com-

pletion certificate be awarded at
the age of 16.
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is attempted now bntween ages 6 and

18 be accomplished between ages 4
and 16.

Tweive years of schrollng be dlvxded

four years each: prlmary phase, ages

secondary phase, 12-15.

tering non-graded, four-year units

of not more than 100 students each,

organized vertically and not hori-

zontally.

Curricular considerations focus =on

general education of children with

particular attention to curricular
balance. Many of the proposed ac-

tivities should be continuous so
that "the activities of the second-

ary. phase should be culminating ac-
tivities through which students dem-
onstrate their mastery, dexterity,
and personal identification with the
material of learning and begin to
get a sense of style" (p. 337).

Serious attention be given to the
consequences of new technology both
within the school and as an addi-
tional educating institution.

Schools should play a role in the
development of mature perspectives
on careers, career choice, and the
bases for career decision-making by
llnklng students, school, and work.

arrangements with elements of the
workplace to develop broad career .
perspectives through a vocational/
career domain of the curriculum.
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8. A "fourth phase in the continuum"

should consist of a combination of

work, study, and service conducted

within an educational ethos beyond

age 16.

9. Schools should become the centers

for community edvcatlon and the

nurturing of educative communitizs.
While the school may be thne only
institution charged evcluwlvely with

an educational function, thece is an

ecology of other institutions wiich
also educate and are part of the

educative community.

A Place Called School, perhaps more than any of

the other reports, is based on long-térm, intensive
study of 38 schools. Goodlad, without presenting

mountains of data which seem to have been collected
during the study, does give readers a feel for the data
and the basis for the recommendations and proposals
made. The reader may take -issue with Goodlad's propo-
sals but it is usually quite clear where his biases are:
There will be considerable debate about most of the rec-
ommendations which, of course, is what Goodlad urges:

The notions of a common curriculum and the elimi natio
of tracking are concepts which have been debated since
the turn of the céntury. He quite correctly points to

the interccnnectedness of all of his recommendations

and cautions agaxnst makxng a laundry 1Ist of wishes

for iﬁpfbﬁéﬁéﬁt; In raxstng "the level of consciousness
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regarding this ecological view of each community's edu-

cational system" (p. 351), Goodlad forces educators and

others to move into unknown territory. As consciousness
has been raised, the agenda for the council he recom-

cne with none of the partners as yet prepared to invest
in the development of such a community because of all
the unknowns. But the recommendations and proposals
concerning the place called school will be debated
first. Some of these proposals are new and radical,
the reform debates.

@
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IV. The Paideia Group*

variety of educational, business, foundation; and other
groups, chaired by Mortimer J. Adler, Director of the
Institute for Philosophic Research and Chairman of the

Board of Editors of the Encyclopedia Britannica. Its

which consensus was reached on "an educational mani-
festo" for reforming public schooling in America. Aas
Adler puts it in his opening statement to readers: "The
reform we seek is designed to improve the opportunities

of our youth; the prospects of our community; and the
viability of our democratic institutions. I+ must be

. *Mcrtimer J. Adler. Tﬁé~?&i&é§éﬂ?roposaigf73&7777

Educational Manifesto. New York: Macmillan Publishing

Co., 1982. |

Mortimer J. Adler. pPaideia frobiems and Possibil-
A Consideration of Questions Raised by the

Paideia Proposal. New York: Macmillan Publishing Co.;
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officials, employers, minority groups, labor leaders,
whom constitute "those Americans most concerned with
the future of our public schools" (1982, p. xii). The
report is divided into four parts which discuss school-
ing as only a part of education, set forth the essen-
tials of basic schooling, examine teaching and learning
as "the heart of the matter," and look beyond basic
schooling. It concludes with an answer to a question
sire to be asked by school boards and administrators:
"What should we do next Monday moriing to get started
on the Paideia reform of basic schooling?" (1982, p.
81).

The report opens with an exzmination of the con-

cepts of democracy and education. Adler asserts that

message of that book was that a democratic society must
providc equal educational opportunity not only by giving
to all its children the same quantity of public educa-
making svre to give to all of them, all with no excep-

tions; the same qu~lity of education" (1982, p. 4).
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Adler believes that only half of the pruomise of
equal educational opportunity--the provision of twelve

as a consequence, the ideal itSelf has been betrayed.

The innermost meaning of social equality, he argues,

"is: substantially the same quality of life for all.

That calls for: the same quality of schooling for all"

(1982, pp. 5-6). Nor is there any reason why efforts
"to promote equality should have led to a lessening or
16ss of quality" (1982, p. 6). While children differ
and are educable in varying degrees, Adler asserts that

“the variation in degree must be of the same kind and

quality of education" (1982, p. 7). Schools, teachers,
and parents have failed to teach children; the failure
is not that of the children.

Adler reminds his readers that schonling is only
one part of an individual's education; that "no one can
become fully educated in school, no matter how long the
schooling or how good it is: Our concern with education
must go beyond schooling" (1982, p: 9). Schooling must
develop the skills of learning and stimulate all indi-
viduals to engage actively in learning as a lifetime

process: "To live well in the fullest human sense in-

volves learning as well as ecarning" (1982, p. 12).
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The basic cause of problems, in Adler's view, is
our multitrack system of schooling which he calls "an
abominable discrimination" (1982, p. 15) since it aims
at different goals for various groups of children. The

Paideia Proposal advocates a onc-track system of public

schooling with the same objectives for all children and
with no exceptions. The public school must aim at three
major objectives and attempt to achieve them to a satis=
féétéry degree with every child: The three main objec=

--Every child should be able to look

forward not only to growxng up but

gigoiggfggpggguggfgrcwth in all hu-
man dimensions throughout life. Aall

should aspire to make as much of

their powers as they can. Basic

schooling should prepare them to

take advantage of every opportunity

for personal development that our

society offers.

--public schoolxng must be universal

in more than its quantltatlve aspect.

It must be universal also in its

qualjtative aspect. Hence, the

second objective of basic schocl-

ing--an adequate preparatior. for

discharging the duties and res spon-

sxbxi:txes of citizenship.

--The twelve years of basic schooling

must prepare them for [earning a

living in one or another occupation],

not by training them for one or an-
other particular 3ob in our industrial
economy, but by giving them tiie basic
skills that are common to all work
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in a society such’'as ours (1982),
pp. 16-17).

In order to achieve these three main objectives,
schooling must be géneral and liberal, nonspecialized
and nonvocational in the sense of not preparing indi-
viduals for a particular job.

The Paideia Proposal recommends that all children

follow the same course of study for their twelve years
in school, "a program of study that is both liberal and
ing respects; one and the same for every child: Ali
sidetracks, specialized courses, or electives must be
eliminated" (1982, p. 21). The only exception allowed

teaching and learning, "three different ways in which
the mind can be irvproved--(1) by the acquisition of or-
ganized knowledge; (2) by the developrient of intellec-
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OPERATI(NS;
AND

ACTIVITIES

[Kc

Aruitoxt provided by Eic:

FIGURE 1. The Sane Course of Study for All

COLUMY DNE

COLUMN THREE

Acquisition of
Organized Rriowledge

by iians of

Didactic Instruction,
Lectures and Responses,
Textbooks

and

Other Aids

if three areas of
subject-matter

Language, Literature,
Fine Atts;
Mathematics;

Natural Science;
History; Geography;
Social Studies

Development of
Intellectual Skills
~-Skills of Ledrniing

by neans of

Coaching, Exercises
and
Superv1sed Practice

in the operations of

Readxng, Wrxtxng,

Speaking, trstenxng,
Caicuiatxng,
Probiem-Soivxng,

Observing; Measuring;

Estimating;
Exercising Critical

Judgment

Enlarged Understandxng
of Ideas and Values

by means of

Mafentic (Socratic)
Questioning

and

Active Participation

(Not: Texthooks) and
Other Works of Art;

nvolvenent in Artistic

Activities (e.g.; Music
Drama; and Visual Acts)

The Three colums do not correspond to separate courses; nor is one kind of teaching and

learning necessarily confined to any one class

(Adler, 1982; p. 22)
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Adler describes the interplay between Columns One

ments the other two columns. What is needed is a nur-
turing of a joy in learning=="a joy that arises from
hard work well done and from participation of one's mind

in a common task." Participation in activities of Col-
umn Th.oee contributes to initiating the voung into the
life of learning. The proposal includes auxiliary

tudies as well--twelve years of physical education;

w0

= Ry
> 4=

less than that for a variety of manual activities, and,
in later years of school, instruction in preparation
for choosing and finding a career.

Adler suggests that the proposal "is not a mono-
lithic program to be adonted uniformly everywhere."
However, he points out, "the model does insist, for its
validity; on the preserce in all schools or school sys-
tems of the Three Columns--on the establishing of the

which children come do result in distinct advantages

and disadvantages in their schooling; Adler supports

grams: "The sooner a democratic society intervenes to
7
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remedy the cultural inequality of home and environments,
mandate of equal educational opportunity for all" (198z,
o. 39).

Acler does not deny tii: existence of individuai
di:ferences but insists that "children are all the same
in their huhan nature: They are human beings and their
human equality consists in the fact that no child is
more or less human than another" (1323, p. 42j. 7o cope
with individual differences, the program should be ad-
in ways that accord with whatever differences must be
taken into account" (1982, p. 44). While agreeing that

I . B - - - - R S
the program is not utonian, Adler believes that the pro-

prsal for denli:nyg with individual digferences is rore

realistic than schooling which "magnifies and overreacts
to indvidual differences, and . . . makes a mockery
of equal educatinnal opportunity by failing to recognize
and make ch? best use of the sameness that underlie the
differences” (1982, p. 45;.

Teachers function basically as aids to learning,
guiding and assisting the activity of the pupil's mina.
For each of the modes of lzarning, teachers provide

different kinds of help. &s Adler points out: "In a:l

N
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better. As far as possible, passivity must be discour-
aged and overcome. This does not mean more activity
on the part of the teacher, but a different kind of ac-
tivity from that which most teachers now @isplay when
they go on the assumption that toachirg is transferring
the contents of their own minds (or their notes) into
the minds of their pupils" (1982, p. 55).

Adler warns that laxity in discipline in the class-
room can be compietely destructive of learning and urges
"students must be required to behave in cla:s and in

not the only reason that therze are int enough able
teachers or that good teachers aré vnable to teach ef-
fectively. Poor pay; low social status, too many non-
‘teaching duties all contribute to difriculties in attract=

' ing good teachers. Teachers, Adlér argues, "should be

(1982; p: 58). Teachers should themselves complete the
required course of study the manifesto advocates. And,
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the skilis of _esching are seen by Adler as "intellec-
tual skills that can bes developed only by coaching, not
by lecture coursas in pedagogy and teaching methods such

as are now taught in mrst schools or departments of edu-

principal to one of head teacher: "What is all important
is that the principal provide the educational leadership

that the school community needs. It has been shown in

tudies that the quality of teaching and learn-

2]
(1]
Ko
(]
V1]
" i
(1]
Qs
(/)]

ing that goes on in a school is largely determined by
the quality of siuch leadership” (1982, p. 64). Adier
would give the principal authority to hire and fire
teachers, have.a voice in assignmentS and promotions
of teachers, and have authority to enforce standarés
of condict.

" Institutions of higher education have been, Adler
believes, ééVéréiy'hémpéréé by the inadequate preparation
of too many students who are admitted. Colleges and

universities must be relieved of remedial Functions in
order to pursue their two main purposes: (1) preparation
of students for vocations which require specialized knowl-

edge and technical training and (2) pursuit of general
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Adler has two fundamental coals in mind for all
children: "One is equipping all the children of this
country to sarn a good living for themselves: The cther
is enabling them to lead gocd human lives" (1982, p. 73):

Consequently, two things are needed to accompany reform
in schooling: (1) "the commitment of our society to a
policy of full employment; secnring for everyone his

or her right to earn a 1iving"; and (2) "the enlighten-
ment of parents with regaid to the goals of basic school-
ing--not just earning a 1iving, but 1iving well® (1983,
p- 75).

Adler sees the future of our free institutions rest-
irg on the Jualify of the schooling provided: "Trained
intelligence, in followers as well as leaders, holds
the key to the solution of the problems we face. .. . .
flaman resources ar~ the natioh's greatest potential
riches: To squander them is to impoverish our futurs®
(1982, p: 79)-:

The second report, Paideia Plébléjg_é and Possibil- *

mentations:. First the Paideia prii~iples aoncerning
goals and means are restated. Then, gquestions are
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recommended curricular framework, the applicability of
the course of study to all students and their reaction
to it, teachers and teaching, and matters of organiza-
tion, administration, and financing. After responding
to questions, Adler concludes: "there are niany and
serious difficulties to be overcome, many problems to
be solved, in order to actualize the Paideia plan in
some satisfactory, approximate Zorm. Recognizing the
back on it as insoluble. Confronting difficulties, how-
ever troublesome, should not causé us to ééspair and
try to by-pass them as if they were insurmountable"

a well-written restatement of tiie essentialist philo-

sophical position, once _.inuaciated by Adler's mentor;

Robert Maynard Hutchins. Adler quotes Hutchins' state-
ment cof "the fundamental principle we must now foliow

in our effort to achieve true equality of educaiional
conditions. 'The best education for the best . : . is
the best =ducation for all'"(1982;, p. 6). The advocacy
of the same objectives for all and the same course of
study for all couched in terms of democracy and equality

of educational opportunity is difficult to argue with
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until one deals with the specifics. The concept of in-
dividual differences is acknowledged but is not dealt
with very substantively. For instance, the proposal

"assumes that mathematics will be taught in every school;

and even stjpulates that a stated degree of proficiency--
through the calculus--shall be acquired by every student"
(1983, p. 39). When sofie schools would be happy were
some students to succeed in two veers of high school
mathematics, the notion fﬁéf ail students wculd succeed
through the calculus leaves many teachers perpleced about
the reality of the proposals: Nor are they helped with
their péfpiéiitiéélﬁy A&féf‘é dismissal of such concerns
as being undemocratic and resulting from an underestima-
tion of human potential: On the other hand, schools will
welcome Adler's opposition to the "process by which a
'problem' is identified; turned into a 'subject, ' and
then inserted into “fe curriculum for its solution®
(1983; p. 45): They will applaud his view that "if the
school is made the repository of every social concern,
education itsnif is bound to be crowded out-=and the
social problens will remain® (1983, p. 45). But, The
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V. The Twentieth Century Fund*

twelve persons; chaired by Robert Wood. Paul E. Peter-
son prepared a background paper which served as starting

point for the Task Force's discussions and filled the

role of rapporteur as well. The report,; Making the

trustees who were "convinced that the problems of Ameri-
can education are at the heart of many of our economic
and social difficultjes" (p. v). Because education was
not an area in which the Fund had conducted research, the
staff undertook a three-year exploration of what other
groups were doing. The staff soon recognized "the vital
cans so that they can contribute s and function in con-
temporary zociety" (p. v). It secemed to the staff that

while therc¢ were a good many studies of education

*Twentieth Century Fund Task Force on FPederal

Elementary and Sccondary Education Prmlicy. Making the

Grade. New York: Twentieth Century Fund, 1983.
ED 233 i12. ' ,
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underway, no one was examining what federal policy and
study {ederal elementary and secondary education policy:
Peterson's backgri.nd paper bagins with an examina-
tion of the question: ié'tﬁéré a =risis ip ‘mevican
education? Peterson's answer is that there is a crisis
but crises have been identified so frequentiy that cau-

tion should be exercised in describing educational prob=

lems. He observés, however, that in the ongoing discus-

sion of educational problem;, "ther: is cne issue tha*
is not found in previous debates: the role of the fed-
eral government” (p. 30). His background paper focussas
on the basic question: "How should the federal gove:rn-
ment directly zssist in the maintenance and operatici:

of the nation's elementary and secondary schools?” In
order to assess the federal role in education, Peterson
asserts that federal policy developuents rzed to be
placed in a iéfééf'ééﬁiéi? in order toc ascertain the
extent to whi.h federal policies contribute to or are
responsible for the trends in education. He concludes:
"Nothing i:a these data permits the conclusiva that edu-
cational institutiors have deteriorated badly; and,
certainly nothing supports the claim that increased fed-
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which, until 1965, had traditionally been very limited.
He notes that there "were few, if any federul educational
concerns and pribrities.that were not widely snared by
local school districts in all parts oi the country; ss

a result, there was little need for national direction
or control" (p. 61). This changed markedly after 1965
with passage of the Elementary and Secondary Education
Act of 1965; "Federal involvement increased, based on

the premise that local schuol districts had failed to

support adequately social equity and eguality of educa-

tional opportunity" {p. 33). Since 1965, there has been
an expansion of the fe.srs. role aleng with new ap-
proaches to equality.
The backgrourid paper concludes with zn analysis
of what might be a tulanced federal rol¢. Petorson ob-
serves that the debate over the federal policy's future
direction currently involves two distinct but unconnected
questions: (1) how tc raise educational standards and
t2) whether block grancs should be substituted fo:r the
potpourri of categorical programs. :
Peterson believes that "the crisis in Awerican edu-
cation is greatly exaggerated” but tkat, "after so many

decades >f steady expansion and improvement; these signs .
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of stabilization and even decline have generated calls
for reappraisal and renewal® {p. 157). He concludes
"Because our country both suffers from and enjoys gov-
ernment by decentralized institutions, there will :éﬁéiﬁ;
for better or worse, a gulf between the goals set by
federal policy and the state of American education”
(p. 161).
The Task Force begins its report with the observa-

tion:

The nation's public schools are in

trouble. By almost every measure--

the commitment and competency of

té;;ﬁé?s, étﬁﬂéﬁt tést Sééféé:

v1olence—-the perfornance of our
Schools falls far short of expecta-
tions. To be sure; there are indi-
vidual schools and school districts
with devoted teachers doing a com-
mendable job of educating their
students; but too many young peopie
are 1eav1ng schools thhout acquir-

to excellence in public schools is necessary if dire
consequences are to be avoided: The group favors con-
tinuing the diversity found in schools that results from
schoul aécéﬁtralizatiah Baz it afgaééa

, Mminimum provide the same core com-
* ponents to all students. These



components are *he basic skills of

reading, writing, and calculating;
technical capability in computers;
training in science and foreign.
languages; and knowledge of civics,
or what Aristotle called the educa-
tion of the citizenry in the spirit
of the polity. . . . We think that
they should ensure _the availability
of largc numbers of skilled .and
capable individuals without whom we
cannot sustain a complex and compe-
titive economy. They Should foster
understanding, discipline; "and
discernment, those qualities of
mind and temperament that are hall-
marks of a civilized polity. . : -
And they should impart to present
and future generations a desire to
acquire knowledge, ranging from the
principles of science to _the accu-
muilated wisdom and shared values
that derive from the nation's rich
and varied cultural heritage (pp.
3-4).

In the view of the Task Force, few schools accom-
improve their performance. The Task Force believes that
to states and local communities without impeding or re-
stricting state and local control of and accountability
for the cchools" (p. 4).

Despite the expenditures on our schools--more per

student than all other advanced nations--the gap between
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the goals and the achievements of schools widens. The

to this gap but they are especially concerned that we
have made excessive demands on the schools, especiaily
during the past three decades. We have asked schools
to play too many roles, to achieve contradictory goals,
to deal with intervcentions from m..y € ‘ces, and cope
with a variety of excessive burdens.

Although many criticisms of the federal presence
in education seem warranted to the Task Force, the mem-
bers believe "that educating the young is a -ompelling
national interest, and that action by the federal gov-
ernient can be as appropriate as action by state and
local governments" (p. 6). The Tusk Force believes
that the objectives of equality and excellence "should
be vigorously pursued through a fresh apprbéch; one
that reflects the national concern for a better-
educated America and that strikes a reasonable and ef-
fective balance betwsen quality and :guality" (p. 7).

The Task Force admite that quality in education
is probably easier to recognize than define and that
it cannot be legislated into being. Tiie Twentietk

Cenfury Fund's Task Force recommends that:




--The executive and legislative bran-

ches of the federal government_ em-
phas;ze,the need for better schools
and better education for all.

--A National Master Teachers Program
be established to recognize and re-
ward teaching excellence, selecting
the best teachers from every state
and awarding the accolade of Master

-=Th= federal government assert éiééfiy
that the development of literacy 1§

the English language is the most im-
portant objective of elementary and .

secondary schools; that federal funds
now used for biliﬁgual programs be

speaFlng chtldren- that the federal
government promote and_suvpport Eng-
'ish proficiency for all children.

=P -ry American public s il child

< _afforded the opporit 7 te ac-
qu;re sc-ond language ; ofi: .ency.

--The fede:'al government support i
promote programs tc develop basic
scientific literacy for all citi-
zens aand to provide secondary schedl
studerts with advanced training in
scierce and mathematics.

--The federal government continuc: its
efforts to provide special educa-
tior=l programs for the handicapr=d
and the poor; tche federal governme:st
should pay for categorizal programs
it requtres- "impact" aid funds be

redriected to schoo: districts which

are overturdened by large numbers of

imnpiigrant chi®dren; and fede:al at-

*entton and a,ststancé go to schooi

poverished and/or ImmIgrant groups

as well as districts which are making

strong efforts to improve their edu-

cational efforts-
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--Federal support bé provided for a

number of specific research activ- '

ities, including: collection of
data about the educational system

itself; collection of data about the

educational performance of students,

teachers, and schools across the
country, strengthening the work of
the National Assessment of Educa-
tional progress; evaluation of
foderally-sponsored gprograms; and
fundamental research into the
learning process.

--Frze public education should remain
a public responsibility with a high
priority and support of nonpublic
education should remain a privute.
responsibility but special federal
fellowships be created ané¢ _awarded
to local school districts for_ the
purpose of establishing "small. in-
dividualized programs staffed by
sccole academies” for students who
~epaatedly fail in the regular
school setting !p. 20).

The Task Force conclides that zlthough tl
# cignificant role to be played by the federal govern-
meat in promoting beth equality of opoortunity and edu-

cacional quality, the prime responsibility is still that
of the state and local governments: Recognizing this;

it is increasingly important that
the rederal government enphasize
the pressing need for a high-
quality system of education oren
to all Americans; regardless of
race or econcmic position,; ?Qﬁ@f&

- this _end; the Task Force nhas put

" forth_a coordinated policy of =

cverall feccral support for american

7 § ) ‘ }).;fi':?




school. that. simultaneocusly asserts
the nztional interest in quality.
schools and in equal access to edu-
cation, with assistance for thase
with special needs (pp. 21-22).

The Task Force reasserts its belief that "equality
of educational opgcrtunity cannot be separated from edu~
cational guality" and that the "nation is best served
by offering cur young eople the most rigorous educa~

11 asserting that the "federal goverprment has a
~wsponsibility - help overcome the unevenness of state
efforts," tie Task Force is reopening a long-standing
cont.oversy concerning the federal role vis-a-vis state
and loca. ébﬁtréi; Faterson's background paper indic:les
that the Federal government has; < rfxzinly since 156:

a~d pruax hly since iS58, been very much involved in com=
tion, in teacher education, in educati.nzi research,

and so forth. The 7ask Force's recommendations, for

gnvernment's activities; espacially ttuse of pre-Reagan
admiristrations. Its most controversial recommendations
prosably are those dealing with "the primacy of Englicn."
Supporters of bilingia: education {including Carlos

Bortas; a member ~f the Task Forcej will probabiy take




exception not to the importance of teaching English to
nor -English-speaking children but to redirecting bilin-
gual education funds for that purpose. And, while the
ey that every student should have an opportunity

Lo acijuire proficiency in a second language is probably
achieved proficiency in English for all children or con-
sider the mother tongue of non-English-speaking children
as a second langvage for them, this objective is fraught
with proviems.

The proposal for what the Tusk Force cails "provi-
cion 3£ choice"--fzderal fellowsaips awarded school dis-
tricts ts create "small, individualized prograns staffad

by c«rtified teachers and run as small academies”--would

public schools and appears to represevt a “"super-
.npensatory education effort" (p: 20). Task Foice
~-mber Chester Finn "deeply regretted” that private
schools were not recognized "as a particularly important
résource in achieiin:y the Task Force's vigo-ously stated

retarded students, arguing that "*'2re iz no a priori

o
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reason why = pnblic schrol cannot provide a learning
environment equal to that of a private school" and that
funding should go to th: public sector,.not to removing
The Task Force report is clearly aimed at the fed-
eral political leadership: "This nation's youiig peoplz
are our most precious and potentially our most produc-
**** t wisely in educating
them: In our view, support for our program by Congress
attach to better schooling for all" (p. 22). The 5ask
Furse believes that active éuppbrt'By the nation's
political leaders of the programs projosed "is nc
ionger a cause that requires pcii... -1 courage. . . .
What i takes now is the [ ..ical will tc bring it

about. ®
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V1. ©The College Board Educational EQuality Project#®

The College Bocard's Educational EQuality Project
is a 16-§ééf effort “"to stréngthéﬁ the aéaéémié quatity

(p. iv). |

The project was Bééuh in 1980. The Board's commit-
tees were asked whether consensus might be reached as
to what the outcomes of subject matter preparation for
college should be. Some 47 College Board committees
consisting of school and college personnel drafted pre-
liminary statemen*s in si: subject arcas: English,

mathematics, history/social studies. science, foreign

ianguages, and the arts. This statemeut was summarized
and sent to various committses; including the Board's
Advisory Panel on Minerity Concerns which pointed out

that many high school students have deficiencies in the
basic skills areas. & report wrkich defined certain
basic competencies provided the basis for a series of

urban dialogues in seven vities. A national 3yMpoSs i um

*College Board Educational EQuality Project.
Academic Preparation for College: what Stulents Need
te Know and Be Able tc Dg New Ycrk: The Colleqe Board,

s v —"—— E——

1983, ED 232 517.




was held in May, 1981, to examine "Prefer:ec Yatterrs

of Preparation fo: Higher Education 1$80-2080." A draft
document was prepared and discussed in a variety of set~
academic subjects. The critiques of the subject-matter
statements were reviewed and a number 6flfé§iéi6n8 made
by the Board's Council on Academic Affairs, which
recommended broad dissemination of the documen’ as a

basis for extensive discussion. The publication,

)

academic competencies, computer éémpeteﬁ¢y as an emerging
need, and six basic academic subjects. Expectations

are detailed; about what colleje-bouns high schoo:
graduates neec to know and Bé:ébie to do.

Noting the: one of tke nation's great educational

‘ties to a majority of high school graduatas, the report
uotes that "inadequate prepzration in effect Seprives
students of a fair chance to take advantage of this
opportianity" (ps 15; The report is viewed as : centrcl
improve the educational quality of zecondary schools

by improving the colleje przparatory o: academic e

education: It is "meant for everyone who cares about
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how well students are prerared for college® (p. 2).
Upgrading preparation for college is essential if the
national promise of equal ECCééé_tb higher education
is to be fulfilled. The publication is aimed at
presen’ing "a comprehcasive description of the knowledge
and skills needed by all college entrants" (p: 2): The
Council believes that "when ééhééfﬁéé parties identify
what all college entrants do need to know and be able
to do, they can begin to take constructive and decisive
steps to help students achieve these sutcomes" (p. 6).
The Basic Academic Competencies--reading, writing,
speaking and listening, wathematics, reasoning and

tor effective woi. in all coliege study +izlds whi-h,
although not specific to any single discipline; provide
the link across the various knowledge disciplines.
These competencies are developed abilities. Fo' each
of the Basic Academiv Zompetencies the abilities needed

are spelled out as "a way to teli student: what is
expectad of them" (p. 7).

Computer conpetency is viewed as “hasic to an
understandirs of the full range of procedures thit may

te applied to organizin; information and solving-

problems” in & variety of £7:1ds ana areas of siudy {p.1l).
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Competency in the use of computers is seen as becomi ng
& vasfc skill which is complementary to other competen-
cies.

The Basic Academic Subjects=-English. the arts.
mathematics, scierce, social studies, «:'¢ -~~eign lan-
guaye--are presented as the subjects w:izh srovide
“knuwiéaéé and skills neces:zary for effectiv: work in

cuslinge™ and which orovide "the foundation for college
study in all ff lds” (p. 13). 1In somc fields, success-
ful work will require more than ¢he basic learning and

the more extensive learnings required are outlined as
well For ~ach ¢f the subject areas, the report indi-
catas "why students pieparing £or college need io make
this effort and what thev neei to learn in the course
cf their high school work" (p: 13).

For instance, with respect to English; the report
observes:

The arts and skills of Epglish have

been at the core of colle;: prepara-

tion for generations; and so they are

tOJu{ in_the mtdst of enormous tech~-

skllls of readtng. writing, listening,

and_speaking will be necessary as

college sfudents are called on to

read a wide variety of waterialsjy

to write essays, reports and term

papers; to express themselves aloud;

and to listen to and iearn irom

L ]



dation for a{l these activities.

. . Although literature, language,

ard compositton may be the spec1a’

province of English, competence in

writing, for example,; pertains to

all academic d1ec1p11nes. Thus,

skill ip writing should be developed

in other subjects 23 well as in
English (p. 14).

The preparation needed in English is detailed
through lists of "sbiiity to" outuumes in reading,
writing, and speaking as well as a list ¢f understand-
ings of principles conce.ning the English language.

The arts--visual arts; theater, music and dance~-
s¥e seen ¢35 having value to ail “ollege entrants, re-
gzvdlr  of their intended fields of studv. Whether or
1t one eugages in advanced study, performance, and
stadio éafi leading to a career in the zrts, the arts
are seen as permanently enhancing "the quality of thei:
lives, whether they continue artistic activity as an
avocatinn or appreciation of the arts as observers and
weibers of avdiences® (p: 17). &Additional knowledge
and skitlis -7z iisted for those whose conllege prepara-
tion 1s in one of the arts ateas.

A similar pattern is followed for mathematics,

science; social studics. =nd foreign languagrs--z



krief d.scnssion of the "why" followed by the "what"
together with additional basic knowledge and skills for
those “majoring” in the area: The knowledge and skills
are prasented in outcomes of secondary school study which
can be achieved in a variety of ways. The report "is
 intended to provide a framework for designing géeapéaéy
school curricula. [it] does not describe such Gurricila.
It does not give specific course titles and content s,
It goes beyond prescribing years of study to desii..be
what students actually need fo learn as a result if
their study" i(p. 13).

An appeudix notes that; late in the course of de=
tiberaticins;, ~ seventh area was suggested as a Basic
Competency or vnica iFere was not yet consciSus=:"cb=
servina.," This skill is presented as a competency to
consider and is therefore incivnded in the appendix un~
til consensus is rez~hed as to whether to sxpard the
Basic Academic Competencies to seven.

The report ~conciudes with suggestions for action
within the sohools and actions to be. taken by others
concerned with the schocls; "a vast extension of the
commitment and cooperative action that led to this
description of academic preparation for college®

(p: 31): These suggestions inciude careful




-

consideration of currxcular an@ instructional approaches
to achieving the 1earning outcomes, improving the coor-=
dination and content of existing courses, strengthening
elementary and junior high school curriculum, improving
counseling;, and crees.ing a climate for excellerce.
Colleges, of course, have a special rc'e to pliy. es-
pecially with those students who have : yet prepared
adequately for college-level work. )

The Educational EQuallty Project: intends to con-
tinue efforts to improve college preparation of all po-
tential college entrants by building acceptance of the
learning outcomes as a basis for curriculum planning,
by fostering collaborative ischool and ébllégé efforts;
and by encouraging Cbiiégéé,ﬁb include the learning out-

comes as recommended for preparatlon of 1nrom1ng students.

The report concludes that "1mprov1ng prpparatiOﬂ

education overall, whether or not students intend to
enter college” and the Educational EJuality Project
intends "to be working to build alliances nct only

within education but also betwesn educatior »nd others

--particularly employers—-whe are coricerned with how

well high school students are educated® (p. 34).
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The Educational EQuality Project has attempted to
detail the learning outcomes of a college preparatory
program in the secondary school. It has gone a step

beyond a number of the reports which simply advocc: 2
raising standards and increasing the requirements in
terms of units or years of study. College preparation
and be able to do"--in term: of basic academic compe-
tencies and basic academic subjects. It leaves to in-
dividual schools the tasks of designing curriculum and
instruction in order to develop these competencies and
knowledge on thc assumption that there are variations
proaches to enabling studen to achieve these out-
comes. In addition to ~ ..5ihg "their own coherent
curricular and instrv. cional strategies;“ schools will
have to create a climate for excellence: "Students
lzarn best when excellence is expected of them and
when they are encouraged to achieve it: They need in-

centives and stimulation ia learning® (p. 32).

policy for the schools"; communities and the public

30
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at large will have to commit themselves to quality
education for all; and colleges will have to play a
special rcle, especially in the beginning with inade-
quately prepared students. The College Board is con-
vinced that "improving preparation for college czn
all, whether or net students intend to enter college®
(p. 34). 1In 1893, the committee of Ten argued that
preparation fer college was really the best prepara-
tion for life. In spelling out what academic prepara-
tion is best for college; the Project has suggested
that there are six basic academic subjects which must
to be acquired and competencies to be developed. The
cies in terms of years or units of study but in terms
of what students need to know. In doing this, the
what isiof such a general nature that its explication
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VII. Education Commission of the States*

Action for Excellence is the report of the Educa-=

tion Commission of the State's Task Force on Education

for Economic Growth. In the foreword, the Task Force
claims that its "comprehensive plan to improve our nation's
schools" differs from other national commission reports

in a number of important ways. This report is put forth

with an unusual sense of urgency: "There are few natichnal
efforts that can légitimately be called crucial to our
national survival. Improving education in America--im-

proving it sufficiently and improving it now--is such an

effort" (p. 3). Focusing on the nation's public schools
from kindergarten through grade 12, the report calls for
action by local communities and states; for new alliances
create a new ethic of excellence in public schoels,"

and for fundamental, lasting changes rather than quick
fixes. The report represents the midpoint in the work

of the Task Force which will continue to build the part=

nership it says is needed.

o *Education Commission of the States Task Force on
Education for Economic Growth. Action for Excellence:
A Comprehensive Plan to Improve Our Nation's Schools.
Denver, CO: Education Commission of the States, 1983.
UD 023 107.
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The challenge America faces is one of developing
new skills for a new age: "Technological change and
global competition make it imperative to equip students
in public schools with skills that go beyond the
'basics'" (p. 9). The Task Force is convinced that
our national survival depends on continued progress

in education and that that progress depends on revamp-
ing the educational system: "It is the thesis of this

report that our future success as a nation--our nation-
al defen-e; our social stability and well-being and
to improve education and training for millions of in-
dividual citizens" (p. 14).

‘Tﬁé Task Force's concepts of basic skills are
very minimal: the ability to comprehend a simple writ-
ing mechanics: But the report argues that persons with
only such minimal skills "will be consigned to eco-
nomic stagnation” (p. 16). Advances in technology
will directly affect both job opportunities and job
 requirements and, increasingly, those jobs which re-
quire creative use of technology will be the ones
which offer upward mobility. Consequently, szhools
face two imperatives: "First, we st upgrade
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considerably our definition of basic skills: . : .

Second, beyond reworking our dsfinition of hasic skills,

we must mobilize our educational system to teach those

‘new skills" (p. 17):. The Task Force argues that we

must raise both our expectations and our standards

and improve the quality of instruction for all students,

.rair ing both the floor and the ceiling of achievement.

The challenge the Task Force sees as the nation seeks
"tc educate for economic growth, will be to generate
in our country such a 'high average level of capabil-

ity': a level high enough to keep us capable of com-

scribes the problem as one of "educational deficits
and blurred goals" (p. 21), citing the deficits in

mathematics and science as especially disturbing in

T S

light of the close relationship to technological
progress. While believing that the United States can
still claim technological leadership in the world--but
barely so--our supremacy has eroded and our capacity
to compete is being threatened. The report observes
that the deficits should not be surprising since

America, amoillg industrialized nations, has the lowest



expectations of its youth in terms of academic effort
and é’éhiéi’iéiﬁéi‘it;. |

Paralleling the student deficits, there is a
critical areas of mathematics and science. It would
be an error, the report points SﬁE; to blame the gap
between need and supply on the teaching profession:
"perhaps the chief cause of the problem is the value
that our society places upon elementary and secondary-
school teaching: a value measured by what we pay our
teachers. The average salary of beginning mathematics
teachers with a bachelor's degree, for example, is
only 60 percent of the beginning salary offered by
private incustry to bachelor's degree candidates in

In addition to low salaries, low differentials
between inexperienced and experienced teachers and
lack of rewards for superior performance, the Task
Force notes the lack of opportunity for in-service
training. The teaching profession, the report con=
cludes, is simply "not attraqiihg a sufficient propor-
tion of the most able caiiégéﬁgtﬁaéntgﬁ (p. 27).

Noting that more than a decade has elapsed since

the nation's science curriculum was revitalized with
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the help of university scientists, mathematicians, and

engineers supported by the National Science Foundation
and that those materials are becoming obsolete, the
Task Force urcves a renewed effort at curriculum build=
ing aimed at all students: "We need a renewed curricu-
lum. But we must take care to develop teaching mate-

rials aimed at attracting, motivating and establishing
competency in every ability group. A concept of cur-
riculum improvement that focuses on cognitive goals
but ignores motivation is destined to fail" (p. 27):

The report notes that students in other indus-
trialized nations start the study of science earlier,
spend more time studying science, attend longer school
days and longer school years. Moreover, the report
notes that American schools have hardly “"scratched the
surface when it comes to integrating modern technology
into instructional programs" (p. 28).

The Task Force notes that "the one key determin-
ant of excellence in public schooling is the leader-

ship of the individual school principal® (p. 29).
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Employers and educators, the report points out,
tutes adequate educational preparation for work: Edu~-
must be created in order to improve the work skills and

employability of youth.

deficiency in the United States . . . is our absence

of clear, Cbiﬁpéiiiﬁ@ and Giaéiij agread upon goals for

improving educational performance® (p. 31). No consen-

sus has yet emerged about what must be done to improve
American education. In fact, the report observes,
"many of our prevailing policies and actions in educa-
tion contradict the goal of improving quality; they
undercut, willingly or unwillingly; our stated goals
of educational excellence" (p. 31). We have cut back
on admission requirements to ccllege; we have reduced
homework requirements, and we have lowered our expec-
tations from students, the Task Force believes.

The Task Force proposes eight recommendations
which constitute its Action Plan on Education for
Economic Growth, asserting that "no challenge facing
our nation matters more than making the changes we

call for now" (p. 34).



1. "Deuelog--and,ggg into effect as
cmptlg as possibie--plans for
improving “education in public
schools from kindergarten through
grade 12" (p. 33). The chief rec-

ommendation is that every governor,
working with state legislators,
state and local boards of educa-

tion, educators, business leaders,
and others, should design a plan_
of action to improve education in
that state's public schools. The
plan "should ackncwledge the cen-
tral role of education in the
state's future economic growth and
preparing citizens for jobs. It
should set specific goals for edu-
cationa? 1mprovement. It should
suggest ways in which tecinology
might be used to improve education.

And each plan should estab11sh

measurlng progress" (p 33). 1In
addition, it is recommended that
each governor appoint a State
Task Force on Educaticn for Eco-
nomic Growth.

2. "Create broader and more effective
partnerships for improving educa-
tion in the states and communities
in the natlon" (p. 35). The Task

sxde the traditional #°":cational
ystem—-espec1a11y bu: iriess leaders"
become active in 1mprov1ng the pub-
communlcatlng skills requlred in
the workplace; sharing management
expertise;, and so on._ Parternships
between businesses and the schools
are recommended.

3. "Marshall the resources that are.

essential for Improving the public

schools" (p. 36). The report urges
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better use of existing resources
but, at the $§@§W§ime, “states and

priority to 1mprov1ng education;

they need to increase theIrflnvest-

ment of financial, human and insti-

tutional resources in new efforts

to enhance education" (p. 36). The

Task Force reaffirms its conviction

that chief responsibility for edu-

cational policy making and finan-

cial support must remain with state

and local communities. It recog-

nlgggfghat education is a national
priority as well and that the fed-
eral government has important re-

spon51b111t1es as well but that the
federal role is a supporting role.

"EXpress a newand higher tggard for
teachers and for the profession of
ing" (p. 37). The report rec-
ommends that every state and local
school district, with full teacher
participation, "drastically improve
their methods for recruiting, train-
ing and paying theiir teachers"
(p. 37). Improvement measures
should include competitive pay.
schedules, scholarships and other
incentives to attract more able.
persons to teaching, financial in-
centives based on differing respon-
sibilities and needs for particular
subject area teachexs, and merit.
pay for outstanding teacliers. _The
réport strongly urges that each
state create a career ladder for
teachers and that the states es-
tablish beiter pre-service and in-
service programs for teachers.
In addition to higher salaries;
the report urges that new forms of
teacher recognition be created
which "honor the contributions of
teachers and . . . underscore pub-
licly their_ cruc1al importance in
our national life" (p. 37):
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"Make the academic experience more
intense and more productive" (p.
38). The Task Force recommends
that the Statés and local school
districts "establish firm; expli-
cit and. demandan requtrements

education process in ways that are

not now sufficiently widespread"

(p. 38). State and local school

systems are urged to strengthen

the curriculum from kxndergarten

through grade twelve: "The goal

should be both richer substance

and greater motlvatlonai power:;

to eliminate 'soft;' non-essential

courses; to Invoive students more

enthusiastically in learning; and

to encourage mastery skills be-

yond the ba51cs-—prob1em-solv;ng,

anaiys:s, interpretation and per-

suasive writing, for example"

(p. 38). The Tast Force recom-

mends that both the intensity of

academic learning time and the

duration be increased: While

squestIng that con51deratlon

school day and the school year,

the report urges better use of

the existing time: Class size

shouid be limited and instruc-

tional technology shouild be

"Provide quality assurance in
education” (p. 39). The re—

port proposes that systems be

developed for "fairly and ob-

jectively measuring the effec-

tiveness of teachers and re-

warding outstanding
100
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performance" (p. 39). The recom-

mendations focus on improving the

certification process for both
teachers and administrators, dis-
missing teachers who are ineffec~
progress by regularly teetlngf,
general achievement and specific
skills. The partnerships are
urged to identify thé §kill§

and c1t12ensh1p and to communicate
these broadly so that the mission

of the schools will be better un-
derstood. In addition, institutions
of higher education should upgrade
their admission requirements-:

“Improve leadership and manage-
ment in the schools" (p. 40).

The Task Force views the school
principal as the school's leader
and the instructional program .
manager as well and %uggéSts that

in sach school” (p. 40) As it
has with teachers, the report
recommends better pay for prin-
cipélé; higher standards for
1th1ng prlnC1pa1,performance,
and expanded and improved use
of effective management tech-

niques.

"Serve béttér those . students

——— —— —— . e _ e

port recommends that each
state and local school system
maké special efforts "to in-
crease participation by women
and minority students in.
courses such as mathematics
and science" ({p. 40) and that
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academically gifted students be

identified early and provided with

appropriate curriculum. The Task

Force members urge that parents be

involved in efforts to reduce ab-
senteeism. Special efforts
should be made to educate handi-
capped children, including them
in plans for education for jobs
and economic growth. Recognizing
that underserved students are
generally concentrateéd in schools
with limited resources, the report
urges a more equitable distribu-
tion of educational rescurces.

the nation's ability to improve education. While view=-

ing the educational deficiencies as both serious and
alarming, the report sees them as amenable to positive

action. The national assets are adequate to the task

_ Over the past generation in
America, we have mounted a massive
social and educational effort to
deliver on that commitment [to
"1life, libérty and the pursuit of
happiness" "for all of our people]l:
We have broadened access to educa-
tion and improved the educational
performance of large numbers of our
citizens who for many years were
put at a disadvantage by poverty;
m'nority status or both. The _
civil-rights reforms and social
leglslatlon of the 51xt1es-—

ary Educatlon Act—~81gna11ed a
far-reachlng commitment by our
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and with equal zeal, must be ever
broader access to education for

all students--and access to quality
as well (p; 44) .

the skills and competencies neede< for productive em—

ployment. These include competencies in reading, writ-

ing, speaking and listening, mathematics, science, rea-
soning, economics, and computer literacy.

The Task Force on Education for Economic Growth
closes with a Jeffersonian quote: "The cheapest defense
of nations is a good education" (p: 51). 1Its task,

that particular theme. The report urges that governors
make education one of the highest priorities and take
leadership in developing a plan for excellence in educa-
tion. It thus urges educational reform be underta 2n
with strong political leadershlp. The framework of

an action plan is present in the sense that the elements
to be dealt with are set forth. However, the details

school districts: to improve teachers and the teaching
bféféééiéh; to iﬁﬁf&Gé educational leadership and man-



higher admission standards to colleges, to monitor the

and local school districts can use to develop their

own plans.

~
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VIII. The National Science Board Commission on

Precollege Education in Mathematics,
Science and Technolggy*

.-

Educating Americans for the 21st Centiury, the report

of the National Science Board Commission on Precollege.
BEducation in Mathematics, Science and Technology, is
subtitled "A plan of action for improving mathematics,
science and technology for all American elementary and
secondary students so that their achievement is the best
in the world by 1995." THe Commission consisted of 20
individuals from a variety of schools, colleges and
universities, industry, and other scientific and
educational groups. The report is accompanied by a
second volume that contains source documents reporting
activities sponsored by the Commission, including

conferences and surveys.

* - - - - -
WﬁfNatIoréi Science Board Commission on Precollege
Education in Mathematics; Science and Technology. .
Educating Americans for the 21st Century: A Report to
the American People and the National Scxence Board.,,,,
Washington, D.C.: U.S: S. Government Printing Offlce, 1983.

124 pp. ED 233 913.

National Science. Board Commission on. Precollege

Education in Mathematics; Science and Technology.
Equcating Americans for the 21st Century: Source
Materials:. Washington, D.C.: U.S. Government Printing

Office. ED 233 912.




In its letter of transmittal, the Commission
states that it "does not simply decry the present
inadequate state of many of the Nation's schools:
Rather, we speli out a detailed plan of action for
all sectors of society to address the very serious
problems facing America's elementary and secondary
educational systems in mathematics, science and
technology® (p. iv)." While focusing on mathema-
tics, science, and technology, the Commission
believes its reconmenGations apply equally well to
other areas such as literature; foreign languages;

Commission asserts:

_ _The Nation that dramatically

and boldly led the world into the
age of technology is failing to pro-

vide its own children with the

21st century:

_We continue to iéég because
our best _students are stiil un-
surpassed. We continue to lead =

because our universities; industries,

K

* - . S
Quoted material comes from the major report.
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resources and affluence attract the

finest talent from throughout the
world. But this is a precarious
advantage. The world is changing

fast. Technological know-how is
spreading throughout the ,world-- .
along with the knowledge that such
skills and sophistication are the

basic capital of tomorrow's society
(p. v).

the Commission states, but to the "basics" of the
21st century which are more than reading, writing,
and arithmetic. The basics include "communication
and higher problem-solving skills, and scientific
and technological literacy--the thinking tools that
allow us to understand the technological world around
us." Moreover, these basic skills are necessary for
. all students, not just the talented and the fortunate.
Describing its plan as "difficult and demanding,"
the Commission argues that "by 1995, the Nation must
provide, for all its youth, a level of mathematics,
science and technology education that is the finest
in the worid, without sacrificing the American

birthright of personal choice, equity and opportun=
1Ey" (p: v).
The Commission notes that too many young




grounding in mathematics, science, and technology
and are simply not equipped "to work in, contribute
to, profit from and enjoy our increasingly technolo-
gical society" (p. 1). The probiems faced in
elementary and secondary education are well-documented,
the report notes, and threaten the future. Its
basic objective which underlies its recommendations,
the Commission states as follows:
The improvement and support of

elementary and secondary school

systems throughout America so that;

by the year 1995; they will provigde

all the nation's youth with a level

of education in mathematics; science
and technology, as measured by

achievement scores and participation
Jective criteria), that is not only _
the highest quality attained anywhere
in the world but also reflects the

particular and peculiar needs of our
netion (p. 5).

target for achieving the recommendations because it
represented one complete educational cycle for a
generation of children and was a specific target,
unlike the notion of with "all deliberate speed"”
which was propounded by the Supreme Court in connec-
tion with desegregation in 1954. The Commission

recommends a series of major strategic actions aimed
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at "building a new national commitment which will ini-
tiate major changes in American education and provide
a system to measure the results" (p. 5).

To build this hew national commitment, the Com-

mission sees Four national efforts.required: (1) one

by national political leaders (the President; Congress;

National Educational Council; Governors' Counciis;

and community partnerships between schools and other
groups; (3) an improved national assessment mechanism
to monitor progress and provide iocal communities with
data for program development activities in mathematics,

\-

by all governmental levels. The recommendations are
aimed at raising the quality of education for all
vide opportunity and high standards of excellence for

all students--wherever they live, whatever their race,
gender, or economic condition, whatever their immigra-

,,,,,,,,,,,,,, o

tion status or whatever language is spoken at home by
their parents, and whatever their career goals" (p:

12). The Commission asserts ity vonviction that



quality and equality are not mutually exciusive
concepts or goals.

The achisvements of Japanese schools are examined
because Japan is a major international competitor,
shares many of the same educational goals with
America, and pursues é:gbai of universal education.
The Cofiission notes that Japan is doing better than
the United States in attaining the goal of having
ail students learn science and mathematics and
believes the disparities in performance between the
two countries are due to two factors: time-on-task
and motivation. Japan puts a much higher priority
on mathematics and science education from the
earliest years; has higher expectations for all
students in mathematics and science who spend an
average of 26 percent of their school time on
mathematics and scienice (a Japanese high school
stiudent spends three times as much time on mathe-
matics and science as does his American counterpart
Who has elected four years of science); sees its
teachers and outside tutors as highly important in

teaching centers.
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The Commission found that a number of American

schools already are meeting the challenge of academic
excellence and doing many of the things the réeport
recommends. The characteristics common to "successful"

and abroad, inciude the following:

agreed upon, clearly defined edu-

cational goals; dynamic and
knowledgeable leadership; committed,
motivated, knowledgeable and
resourceful principals and teachers;
administrative flexibility; oppor-
tunities for, and willingness of,
teachers to interact and exchange
ideas; a specific student commitment;
programs and instructional techni-
qgues which motivate the students;
sufficient time-on-task; demanding
standards of participation and

study in mathematlcs and, SC1ence,
w1th early "hands—bn" experlence,

elementary school; adeguate resources;

innovative use of available facil-

ities; and extensive homework
(pp- 21-22).

Three significant lessons gleaned from the
successful programs form the basis of the Commission's
recommendations: (1) quality teaching is critical--
"If mathematics, science and technology are to be
successfully learned, it is clear that the teachers

must be of high talent, high motivation,; and must
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be allowed to function in a setting in which effective

teaching is possible” (p. 22); (2) early and inten-

sive exposure to the concepts and procasses of science

that the most effective of its exemplary school
examples usualily:

have better academic achievement;

better attendance, and usuailly

fewer behavior problems; provide

quality education for average as

well as above average students;

school board; can have strong

links to other community resources

gl . DI

such as universities; businesses,

L e Ty ——

hospitals; and theaters; are; _
wherever possible; racially and.

reflect the larger population

they serve : : : :; succeed
equally weil in "good" and "bad'
neighoorhoods; as tong as they
provide a quality learning en-
vironment; can be created;
organized, and managed well

within the administrative
capabilities of all but perhaps



extremely small school districts

(p. 23).

The most pressing problem the schools face in
mathematics, science, and technology education; in
the Commission's view, is that of attracting and
retaining qualified teachers. The shortage of
teachers in the areas of science; mathematics; aad
the gap with unquatified and poorly trained teachers.
Another serious dimension is the fact that experi-
enced teachers have not upgraded their skills and
knowiedge in the fieids of mathematics and science,
both rapidly evolving fields:

Substantial efforts must be made at three
levels to upgrade the quality of teachers and
teaching: *{1) the skilis and understanding of many
current teachers must be upgraded; (2z) the training
of incoming teachers must be improved; and (3) in
the interim, persons who are qualified to teach
mathematics, science and technology must be found
from 'non-traditional' Sources" (p: 29): These
non-traditional sourzes inciude science and
mathematics majors without education credits who
wou.id be "given the oppcrtunity to acquire a know-

iedge of classroom management and educational
113
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psychology : : . through intensive training programs
or by placing them under the direct supervision of a
more experienced teacher" (pp: 32-33):

be rewarded by increased pay and a career ladder
which keeps good teachers in the classroom. Industry,

Commission recommends that every state establish
at least one training and resource center to provide

a variety of supporting services and instructional
resources  for teachers of mathematics; ééiéﬁéé; and
technology: School districts should éééﬁtifi§6féﬁé
discipiine policies and enlist parent support for
maintaining discipline. Effective organization of

the teaching staff and principal leadership affect

the working conditions of teachers. The Commission
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recommends that "teachers,; principals and superin-
accountable for activities in the classroom" (p. 36).

To improve ciassroom cornditions, the Commission

achievement must be increased. Too many students,
the Commission believes, "do not focus on academics,
do not apply themselves to difficult subjects and,
for the most part, have lost respect for a guality
education and an understanding of the importance of
the time spent in the classroom” (p. 36). The
Comimj.ssion suggests that normed achievement measures
classroom time be filled with purposeful, substan-
tive content, that specific homework assignments
that a clear attendance policy with r:anctions be
developed and implemented, and that there be no
social promotions.

Beyond improving the teaching of mathematics;
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curriculum, and instruction must be redesigned.
Convinced that time-on-task is a crucial element in
raising achievement, the Commission recommends that
the amount of time spent on these subjects be
increased in the elementary school and that the
requirements for graduation from high school and
admission to caiiégé be increased. The Commission
recommends that a minimal daily allocation of 60

0 minutes for science

minutes tor mathematics and 3
matics and of science and tééﬁﬁéiégynﬁé required in
both grades 7 and 8. At the high school level; the
Commission recommends that by September, 1985, ail
high school studentS be required to take at least
three ;ears of mathematics, including cne year of
algebra, and at least three years of science and
technology, including a semester of computer science.
The report urges that every school "should provide

opportunities for their students to develop their

their abilities and should offer appropriaté sequences
of courses for students at various levels of
ability" (p. 20). College and universities should

phase in higher mathematics and science entrance
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requirements to include four years of mathematics

course in probability and statistics) and four years
of science (including physics; chemistry; and a
semester of computer science). Better guidance
procedures should be developed to counsel students
in academic and career development requiring science
anG mathematics: Schoois and community colleges
should cooperatively provide opportunities for

students whose mathematics and science preparation
prevents their going on in higher education.

The Commission repeatedly asserts its belief
that courses badly need revision and updating,

teachers need to be better trained and must have

better courseware, and new technologies mus* be
better employed. While eschewing a national
curriculum in science, mathematics, and technology,
the Commission does propose a set of educational

to state and local officials in developing local

curricula. Objectives for mathematics education
and for science and technology education that are
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and technology in their thinking, their lives and

The report recommends that the National Science
Foundation should again take the leadership in
curriculum development. The foundation should, the
Commission believes, "set up a process to evaluate
existing curricula, identify good curriculd, dis-
seminate information, act as a clearinghouse and
curricula as necessary" (p. 46). Various profes-
sional societies in mathematics, science, engineering,
and related technologies should be invelved in cur-
ricuium development, réview, and revision. The
classroom teachers, professional societies,
academic researchers, and others involved in a
joint effort: The report urges that in the devel-
opment of revised curricula, "educators should
strive to incorporate the latest information on
the teaching and learning process" and that the
federai government fund research on these processes
at both basic and applied levels: "This research
should Further the recent program in the cognitive
sciences, and particular research projects should

»
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investigate the integration of educational techno-
logies into the processes of teaching and learning"”
(p. 28). 7

The report observes that “modern information
technologies offer a tremendous potential for
improving education and could revolutionize the
education process” (p. 51): Possibilities of
learning about, learning through, and learning
with computers are explored: Again, the Commission
recommends that the National Science Foundation
should establish a Council for Technology Applica=-
tion to draft policies that promote the use of
educational technologies: It recommends that
states establish regional teacher education and
computer centers for demonstration of and training
in various new technologies:

The report notes that the quality of formal
education in the classroom is greatly affected by
the schooi--what is cailed informal or experiential

learning. It recommends that formal education be




skould cooperate with school districts and each other
to provice a rich environment for sarly and continued
learning and motivation outside the schools" (p: 59).:

Year of their institution with federal expenditures

‘at the rate of $956 million per year for the first three
years, $680 million per year for the next two years,
and $331 million per year thereafter. The Commission
recognizes problems in simply requesting additional
federal expenditures in light of the enormous annual
deficits but does recommend federal fﬁﬁﬁiﬁé for specific
programs which are set forth in an appendix. The Com-
mission recommends the immediate establishment of a
federal Council on Educational Financing which would
determine which levels of government should provide
funds needed to implement the recommendations and
suggest ways of protecting state and local égehcies
from "anti-competitive tax disadvantages" (p. 66) since
they assume a share of the responsibility for implement-
ing the recommendations. |

The appendix reports list the programs and activ-
ities reviewed by the commission; suggest course topics

and criteria for their selection in mathematics, science,
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and technology; spell out the costs of recommended federal
initiatives; and describe "imaginative ways to enhance
teacher compensation” (p. 115).

The 251-page volume of source materials coatains
mission in its deliberations. They include papers,

conference reports, survey findings, and related mater-
ials. The first four papers deal with the teaching

and learning of mathematics, science, and technology

in grades K-12, examining issues of appropriate content
and process and suggeétinq chaniges. The promise of
emerging new technologies is discussed in papers related
to subject matter learning and in a separate paper which

focuses on the uses of technology as a tool in educa-

tion rather than learning about technology itself. = The

Federation of Behavioral, Psychological and Cognitiv
Scierices reports on "Research on Cognition and Behavior
Relevant to Education in Mathematics, Science and Techno-
logy,® dealing with findings of recent research and

with research needs and opportunities. The Education
Commission of the States' 50-state survey of initiatives
in science, mathematics, and computer education is summar-
ized. Other papers deal with magnet schools, with efforts
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and minorities in mathematics and science education,
and with business' role in pre-collegiate education.

The National Science Board Commission's mandate
was to propose a plan of action for improving mathe-=
matics, science and technology education for all American
€lementary and secondary students so that their achieve-
ment is the best in the world by 1995. Its report is
such a detailed plan and includes steps for implementa-
its costs. 1In focusing clearly on mathematics, science,
and technology education, the Commission has deliberate-

1y avoided discussion of related issues such as the

curricula. Or, will the emphases on upgrading the re-
quirements and increasing the time spent on mathematics,
science; and technology, diminish attention to the arts,
humanities, and social sciences? The Commission uUrges
studies, and foreign language will be studied with the

same sense of urgency as it had e .amined mathematics,




science, and technology. These and other issues will
have to be considered at federal, state, and local
levels. The report has focused on its terms of ref-

in the National Defense Education Act of 1958 can serve
as a useful background for cautions to be exercised
and actions to be stressed in improving education in

these areas. The report contains recommendations for:

action to be taken at the federal, state, and local

elementary and secondary éaﬁééEiéﬁlaﬁfiﬁé 1982-83.
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IX. A Study of High Schools*

A Studv of High Schools is a project sponsored
jointly by the National Associution of Secondary School
Principals and the Commission on Educational Issues
of the National Association of Independent Schools.

The project is chaired by Theodore R. Sizer. Three
publications are planned for 1984, the first of which
is called Horace's Compromise:

Sizer views adolescence, of all the stages of

life, as "the most volatile--full of promise, eneigy,
and, because of newly achieved freedom and potency,
substantial peril: : : : What happens in these years
profoundly atfects what follows" (p. 1): It may well
be, Sizer believes, that "the critical attontion today
paid to high schools is richly deserved:" He and his
colleagues spent five years inquiring into adolescent
into account if schools are to be improved. Sizer

and his colleagues chose to examine the schooling of

_.*Bizer, Theodore R. Horace's Compromis
Dilemma of the American High School. Boston
ton Mifflin Co., 1984.

e: The
: Hough-
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the country, but despite this decentralization, Sizer
was "struck by how similar the structure and the articu-

lated purpose of &merican high schools are® (p. 5):

has been so for at least forty years" (p: 6). The
single variable of student social class differentiated
schools: a school that served poor students differed
in character, if not structure, from one which served

affluent ones. “Tell me about the incomes of your
students' families," Sizer writes, “"and I'll describe
to you your school® (p: 6)-

Although Sizer and his colleagues visited “"dozens

schools--11 public and 4 private. Sizer himself visited

some 89 schools in 15 states and Australia. His report
zims at communicating "the essential 'feel' of schools"
by presenting a series of word pictures derived from

the visits (p. 7)-
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The prologue describes’ Horace Smith, a veteran

English teacher in a Suburban hlgh school from his

rising at 5:45 k M. thrbugh hig ibﬁg aay; Smith is

ing, relates well to students but has to compromise

in order to meet the demands of the system. As Sizer

puts it: "Most jobs in the real world have a gap be-
tWween what would be nice and what is possible: One

ééjﬁété; The tragedy for many high school teachers
is that the gap is a chasm, not crossed by reasonable

and jﬁaiéiéﬁé adjustments” (p. 20):

generalities, and then, freeing themselves as much
as possible from the trap of stereotyping, deal with
each student as an individual" (p: 39). Lamentably,

Sizer, notes

as student, is all too often doc11e,

compilant and without initiative.

Some who have initiative use it to

undertake as little engagement as

possible with school. They await

their education and take in such

of it that interests them: Such

students like to be entertained:

« « : There are too few rewards



for being inquisitive; there rare-

ly is extra credit for the ingen-

ious proof. The constructive

skeptic can be unsettling to all

too many teachers, who may find

him cheeky and disruptive. Queshk-

ing can be costly {(pp. 54-55).

Popularization of higher education may have

lowered the importance of college admissions as an
incentive for high school youth: "If one could
merely attend school and still get a place in college;

why work very hard?" (p. 62). Sizer recommends that
high school diplomas be awarded whenever the student
attained an agreed-upon level of mastery at the comple-
tion of the student's study and not after four years

of attendance. This would use the diploma as an

the ends--exhibited mastery--not the serving of time.
Moreover, it would "undermine the tyranny of age-
grading," eliminate the counting of Carnegie units
"Where equally useful but very different enterprises--
physical education and physics, ror example--are egua-
ted, usually on an 'hours-attended' basis" (p: 63):
Sizer urges high schools to parsonalize their work
with students as a means of building self-esteem:

~_ Personalization absolutely

implies options for students, |

different ways and setting for

differing individuals: Wwhile
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total personalization is practic-

ally impossible, much is clearly

attainable within the kinds of

constraints usually found in many

- high schools. The biggest hurdie
will be adult attitudes, particu-

larly those which confuse stan-

dardlzatlon w1th standards. PR
Set them a clear goal, give them

some sensible guidance . . . and
put the burden of learning on
them (p. 67)-.

Sizer devotes seven chapters to "The Prograii,"
béginning with a déscription or charactérizatibh df
systematized process of "taking subjects." Sizer Sé:
lieves that the process is unrelated "to the rhetori-
cal purposes of education" but i§ "tolerated by most
people, perhaps because they do nct really either
believe in those ill-defined goals or, in their heart

of hearts, believe that schools can or should even
try to achieve them” (p. 83). Both students and their
Parents are happy about the taking subjects rituals.
What is high school all about? Sizer believes that:
"The adolescents are supervised, safely and construc-
tively most of the time, during the morning and after-
noon houtrs, and they are, off the labor market. = That
is what high school is all about" {p. 83).

Schools have two purposes: education of the

intellect and an education in character; Sizer believes;
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and must reconcile their philosophy with their practice.
Ar issue that must be faced early in reconciling the
two is the question of compulsion. Sizer's view is
quite clear:

Compulsory attendance in an educa-

tional institution should cease when
a young citizen demonstrates mastery
of the minima, and most young citi-
zens should master those minima be-=
fore high school. As a result, _
schooling for most adolescents would
be voluntary. Few would be comoelled
to attend hlgh school ~though a

courage ;t.,,ngh school would be
an opportunity, not an obligation
(p. 88).

As for curriculum, Sizer argues that "less is
more." He believes "that the Qﬁalltles of mind that

and that they develop best when engaging a few, impor-
tant ideas, deeply" (p. 89). Moreover, learning how
to use information “"requires a form of personal coach-
ing of each student by a teacher that is neither pos-
sible in many schools today nor recognized as an
important process" (p. 89).

Citing Adler's Paideia Proposal distinction of

three spheres of learning--development of intellectual
skills, acquisition of knowledge, and enlargement of

understanding of ideas and values--Sizer observes
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that skills are best taught by a process he calls
coaching.

With respect to vocational education, Sizer recog-
training for specific jobs. 1In his view, "The focus
of schools should be on general intellectual powers--

preparation; for more than entry-level skills. It

is nonetheless important to state that training in

school for specific jobs may be the most efficient

means of connecting the lives of some students to the

more abstract employment of a mature mind" (p: 115).
With respect to acquiring understanding; "the

deve lopment of powers of discrimination and judgment"

is best nurtured through guestioning in a small seminar

format. Sizer believes that schools should help stu-

dents "become decent people" and he defines decency

as denoting "satisfaction of a widely understood and

accepted standard” (p. 121). He points out: "Clearly,

schools are expected by most Americans to stand for

certain values and to inculcate these in their students.

Most of these values have religious roots, if Bot strict

theological identification today: Educators who pre-

tend that these are purely secular values are whistling

in the dark" (p: 129):
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Sizer would organize his school into four areas
or large departments: (1) Inquiry and Expression,

Arts, and (4) Philosophy and History. He proposes

so few subjects in order to reduce the splintered view

of knowledge which usually confronts high school students,
to enhance coaching which cuts across academic special-
izaticns, and to "reduce both the scheduling problems

and the frenetic quality of the school day" (p. 134).
Electives would be accommodated within each of the
four areas "rather than through a smorgasbord of un-
related courses" (p: 134). Such a program; if properly
taught, would not be deadly and academic nor removed
from studert's lives. Sizer would eliminate physical
he believes that "the best vocational education will
be one in general education in the use of one's mind"
are or want to be in the labor market--"working per
se can be good for adolescents" (p. 135). Sizer does
not believe that a large number of students will drop
out if vocational education and athletics are not

cvailable in the school's programs o
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Sizer does not believe that foreign languages
should be required, partly because many students have
ot mastered their own language and partly because
if there is no immediate need for a second language,
time spent studying it is largeiy wasted: He sees
the issiie of ethnocentrism as more important than
second language study:; one which must be addressed
through history courses. Sizer would ideally tike
aii §6aﬁgstérs to be bilingual but sees it as a special
probiem for non-English speaking students. He would
immerse such students into intensive English study
with nonlinguistic studies continuing in their mother
tongues for as brief a period as is absolutely necess-
ary.

As for tracking, Sizer believes "there would be
none and there would be a great deat" (p. 136). All
ctiudents would be enrolled in each of his four subject
areas all of the time: There would be none of the:
current tracks but, since each student would be pro-
gressing in the subject area at his or her own pace,
multiple tracks would be created, "ones that are flexi-
ble and that put no child in any dead end:"

Sizer urges that "schools retreat from the objzc-
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teaching" (p. 137). He would have well-paid faculty
teach no more than 80 students at no increase in current
pér:papii expenditure. siaéfiséiiévéé that by imprbving

under the principal.
Computers; well used, could significantly extend
teachers' coaching efforts while helping students learn.

With respect to the new technologles, Sizer believes

that "it is up to us to select the data to be put into

them, and we must choose with care the uses we put
them to" (p. 138).

Sizer sees his final exhibitions as the basis
for awarding diplomas, as giGiﬁg‘teachers control over

external examinations to provide a better reading of
the quality of work students are doing.
Sizer believes that students, in a sense, run

schools:

Their apparent acgquiescence to what

their elders want them to do is al-

ways provisional. Their ability to

undermine even the illusions of

certain adult authority and of an

expectation of deference was admir-

ably if benignly displayed by stu-

dents. . . . A less benign challenge
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can be made by students in any

classroom when, for whatever rea-

son, they collectively, quietly,

but assuredly decide to say no-.

the system masks the nascent power
that students hold. Few adults
outside the teaching profession
understand this (p. 140).

A successful ciass; Sizer ﬁbserVes; "is one in

and on the rules of their academic game" (p. 154).
Explaining ends and means and gaining agreement about
thew is, Sizer observes, itself educational and abso-
lutely necessary: "Failing to get agreement, and 5l
agreement on ends and means that forward serious in-
tellectual activity, however painful, results in an
empty school" (p. 160).

Discussing the conditions of a good school, Sizer
emphasizes that the sivironment is terribly impor-
tant. In his view, "a good school should ke a place
of unanxious éxpéctéhibn“ and is a stable one. Good

meet "a commitment to provide each child with

an education in a place that is attractive and free

cf fear. It is a pity that some schools, especially

]

those serving the poor, fall so short" .(p. 179).

Unlike some other reformers, Sizer found “the

litany of commitment and demoralization" of teachers
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paradoxical: "The typical teacher to whom we listened
is an idealist who genuinely wants students to succeed,
who wishes them well. Most teachers accept unquestion-
ings: They want schools to prosper and believe they
can" (p. 181): Sizer urges that we build respect for

bestow on teachers the eguivalent of a Nobel Prize,

a Rhodes Scholarship or a Pulitzer Prize. Sizer would

culum, selecticn of texts, and other teaching mater-
ials: In his view, "Teaching often lacks a sense of

their reputation are indistinguishable" (p. 184).
The complex problems of salaries for teachers

are examined by Sizer who observes that boards of edu-~
cation "lack the political courage to reward any
exceptionally good work . . . they don't value the
guality that is the source of [teacher] self-usteem,”

effectiveness in helping students learn (p. 186). Nor

is he happy with the "patronizing efforts" to recognize
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good teaching: "Few awards are conSequential, in finan-
cial terms or in the sense that the competition for
them corisisted of widely respected criteria" (p. 187).:

sizer sees teaching as "soience, art, and craft." The
most important aspect of teacher training; he argues,
is coaching: "One is helped to be a good teacher much
as one is helped to be a good writer, by coaching:

. . . One teaches and is criticized: The process is

Sizer urges Americans to restore their trust in
their tea ‘ers. To do this will require "substantial

autonomy, the decentralizing of substantial authority

to the persc.s close to the students is essential.

. « . Decisions over how teacher and student time is
organized, the materials and approaches used, and the

or, in large schools, at house (or other subschool)
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levels" (p. 195). Teachers, argues Sizer, must be

empowered. Sizer would dismantle the hierarchicail
bureaucracy which administers schools today and have
them managed scientifically. As he puts it: "If teach-
ers are given autonomy and held ultimately accountable
for the work of their SEﬁ&éﬁEé—-iESéif a éfétifying

imagiﬁatiVé abiltity:. Equally iﬁﬁ&fféﬁﬁ; the career
of teacher will become more attractive than it is now. .

Portant things" (p. 213).
Sizer concludes with five imperatives for better
schools: These are:

1: Give room to teachers and students

to work and 1earn in their own, -

2. Insist that students clearly exhi~-

bit their mastery of their school

. 3. Get che: incentives right, for:Gstu-

dents and for teachers.

4. Focus the students' work on the

use of their minds.
5. Keep the structure simple and thus
filexible (p. 214).

A

Sizer beileves that there is "a sizable core of

fine teachers and administrators in our schools. They

are often demoralized, but they could, if.empowered,
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lead a renaissance of American high schools; their
numbers are large enough. But they need the trust
of those in political power. Unfortunately; they have
difficulty even getting these people's attention” (p. -
219). In addition, he urges that it is "respected
adolescents” who will, together with teachers, reshape
the schools and adolescents must be taken much Hore
seriously (p. 220):

In fbeusiﬁg on the teacher-student-subject trian-

humaneness that infuses every school® (p. 220j.

Horace's Gompromise aims at raising standards but very

differently from many other reports for it is :he
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guality of relationships that Sizer focuses on with
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X. The Need for Quality*

The Need for Quality is a project of the Task
Force on Higher Education and the Schocls of the South-
ern Regional Education Board. The 17-member Task Force
was appointed in January, 1981, "to consider the linkage
between our schools and colleges and in particular
_to select those priority issues and problems on which
’:stateg, schools and colleges must act jointly in order
to strengthen education at all levels" (1981, p. iii).

Mindful of tremendous strides in education in
the South made during the past three decades te.q.,
an increase in high school graduation from 50 percent
to 75 percent and a tenfold increase in higher educa-
tion enrollments), the Task Force observed that the
accomplishments should not conceal the very serious
questions about quality which confront us today. A

June, 1981, report sets forth priorities and recommen=

__*Southern Regional Education Board Task Force

on Higher Education and the Schools. The Need for

Quality. Atlanta, GA: Southern Regional Education
Board, June 1981. ED 205 133.
Southern Regional Education Board Task Force

on Higher Education and the Schools. Meeting the Need
for Quality: Action in the South. June 1983. _Atlanta,
GA: ~Southern Regional Education Board. ED 232 534.




dations for actions to i;iijfééé the quality of education
in the 14 states which comprise the Southern Regional
Educational Board. - 7
The Task Force observes that: "Current movements
to test pupils in various grades, to test prospective
teachers, and to require exit examinations as a condi-
tion for college graduation reflect a growing belief

that educational guality is unacceptably low" (1981,
p. 1). However, the report notes that most of these
steps represent only a quest for minimal competencies,

"a far cry from the quality desired by many parents
and educators” (1981, p. 1).

Among the deterrents to quality which the report
nites are a declining interést of collége students
in majoring in teacher education, leading to critical
teacher shortages in some areas; declining enrollments

cial pressures on schools accompanied by a growing

disillusionment with the quality of education. The
immediate challenge is one of implementing minimum
standards across the board and then to "seek to achieve

during the Eighties substantial improvement of academic
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The priorities suggested by the Task Force ara
¢

based on a number of assumptions, including the follow-

ing:

Improvements in the teaching pro-
fession depend not only on tighter

selection and better preparation of
teachers; but also on public respect
and financial rewards for teachers:

Opportunity, quality and diversity
are not contradictory gcals. Our
commitment to maintain and extend
educational opportunity must re-
ject acceptance of mediocrity,; and
strongly support additional re-

achievement. . . .

The commitment to quality for the
1980s must address the special needs
of black students; many of whom have
major deficiencies in academic
skills. . . .

The primary objective of the

(1981, pp. 2-3).

Three sets of priorities are suggésted by the
Task Force: (1) improving the quality of teachers
eand other staff, (2) improving curriculum at second-
ary and postsecondary levels, and (3) coordinating

the various sectors of education. A total of 25
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recommendations are made concerning these three prior-
ity areas.

cedures be applied throughout the teacher preparation
Process and not just at the end point, beginning with
tighter admission standards and ending with performance
assessment. The Task Force suggests consideration

of the feasibility of regional assessment of teacher
selection techniques and acceptance of a common test
to enable interstate migration of well-qualified
teachers.

To strengthen teacher education, the Task Force
recommends ongoing evaluations of teacher education
programs jointly by state boards of education and state
boards of higher education with a top priority put
on eliminating duplication and consolidating programs.
Coordination between schools and teacher education
programs should be required with early and sustained



A number of recommendations are offered concerning
"special personnel needs." These include an array
of incentives to attract mathematics and scierce teachers,
including the modification of certification require-
ments for individuals lacking professional prepara-
tion; the convening of representatives from appropriate
groups to develop a model for effective delivery of
vocational guidance and for staff development activities
for effective vocational programs; the convening of

representatives,; and teacher educators to consider
improvements in the development of sffective school
leaders; and analysis of certification rules for skilled
personnel to staff occupational programs in high demand.
Recommended are comprehensive continuing education
plans which would revise state laws and regulations
f£o that salary increments and recertification wil2l
be tied to ﬁééﬁiﬁéfﬁi graduate education and staff
development activities: The Task Force also proposes
for local districts and that colleges and universities
use -salary and promotion procedures which would recog-

nize and reward faculty service to school districts.



To improve the quality of the curriculum, the
Task Force recommends that states establish joint

committees to consider ways of establishing and rais-

ing standards for high school curricula and the general
strengthen the major field requirements, prohibiting
acceptance of peripheral courses for major subject
requirements. The repeal of legislatively mandated
courses other than the major subjects is also recommended.
Simultaneously, colleges and univeérsities are urged

to raise their admissions standards. In addition,
committess should be appointéd to examine remedial
education to determineé which are the most effective
settings and models to provide for high school graduates
needing such remediation.

poses that current programs be reviewed to determine.
fundamental objsctives for the programs and to estab-
lish priorities which "balance needs for basic com-
petency, exploratory educational exposire to job clusters,
and specific skills training" (1981, p. 23). More

cooperative programs should be developed with incentives

provided to industries to participate. Occupational



training and manpower programs should be reviewed for
consolidation and extension:

Asserting that few of their recommendations for
improvement can occur unless there are coordinatsd
efforts by school and higher education officials and
by state and local officials, the Task Force recommends
joint meetings of separate boards to review existing
programs; to improve communic-tion, and to examine
existing issues: Finally, the report calls for "prior-
ities as well as for more effective utilization of
financial resources that support state educational
systems” (1981; p: 27): In some areas, Substantial
savings can be effected through improved productivity
but a general improvement of teacher salaries wWill
require greater expenditures.

In Meeting the Need for Quality: Ac“ion in the

South, the Task Force reviews developmentii in the two-
year period since its first report with some 25 recom-
mendations was presented in June, 198l. The report
notes that a number of states did move decisively on

@ number of the recommendations for improving academic
standards at all levels even though there were serious

budgetary constraints: The report indic tes that "major

pProgress” has been made in the following areas:
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--raising high school academic stan-
dards and graduation regquirements

--raising college admissions stan-
dards

~-tightening t:acher gelection stan-
dards

--cooperating toward mutual objectives
~-higher education and the schools
(1983, p. 4).

However, among the prlorltles in which some progress
had been made but not major progress were the following:

-;imprGViﬁg the ‘quality of teachers
rewards for excellence
teacher education prOgrams
teacher certification
rec1pr061ty agreements ===
continuing education of teachers

--selecting principals who are leaders
-—-strengthening mathematics and sci-
ence in the schools
the curriculum
the teacher shortage
--prépéring ybﬁth for work

p. 4).
The Task Force sets forth some 20 recommendations

ralated to both areas in which major progress has been

made and those which require further action: With
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to continue their efforts to implement higher standards

in the curriculum for all secondary school students

and urges those states whick have not already adopted
more rigorous réquirements to do So now. Recognizing
that progress on raising college admissions standards
has bec 1 made; the Task Force suggests that serious
inflexible enrollment-driven funding formulas in this
category.

With respect to teacher selection; the Task Force
reconmmends that the Sowthern Regional Education Board

restults on teacher certification tests; with special
concern for assuring an adeguate supply of btack
teachers" (1983, o. 12).

recommends that financial incentives be established
to reward outstanding teachers, as well as to facili-
tate the recruitment and retention of talented and
motivated persons for the profession: It is also

recommended that loan-scholarship programs be set up




students. The Task Force again urges that college
presidents provide leadership in improving tisacher
edycation programs and that colleges reexamine their
general education courses, particularly those taken
by education majors, to easure a strong foundation
for professional preparation: The recommendation re-
garding creating incentives for facuity members to

involve themselves in improving schcol programs i

facilitating interstate movement of teachers. To im-

programs in education be equal to those for other
graduate programs and that graduate courses taken by

teachers for recertification be made more relevant

to their teaching assignments.

Two recommendations deal with the school princi-

pals, urging that the assessment of behaviors which

characterize effective principals be included in the
selection process and that an on-the-job internship
be made a rcguirement of all administrative training

programs.



Tlic primary Zocus of the Task Force with respect

to the curriculum is on mathematics, science,; and com-
putér&. The report recommends that states examine

the content of mathematics and science courses which
hve been added to high schocl gracaation reguirements
bound and non-college bound youth:. Viewing the func-
tions of computers in schools as giving all students

some exposure to this new technology and helping teach-
ers through computer-assisted instruction, the Task

Force suggests that states develop guidelines for com-
puter usage in schools and provide assistance in
implementing these guidelines. The Task Force recog-

and middle school teachers: 1In addition, the report
proposes that state departments modify their certifi-

cation requirements to facilitate placement of personnel
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from colleges and private industries to aid mathematics
and science teaching in schools.

With régpéét to vocational education, the Task
tion programs, including. "evaluation of the objectives
of vocatioral education in the high schools; of dupli-
cated occupationa! onferings by various sectors cf
education, and of the market relevancy and quality
standards of available programs" (1983, p: 27):

spirit of cooperation which it found among the schools,
higher education institutions; state depariments, and

industry. Communication lines have been established
which did not exist two years ago: However, cortinued

P e 0 el _____ __

“"dialogue and expanded areas of cooperation are needed
stili.

two years earlier are even more severe in 1983. Never-
theless; "realistic recommendations to raise educa-

tional standards must take into account limited resources.

among numerous worthy expenditures” (1983, p. 30):
In some instances; the report notes, more funds are

needed but, in others, savings may occur: "If current




financial restraints lead to judiciou. reduction of
programs and to deliberate choices between effective
and less effective programs, all of education will
benefit and the public may become more willing to pro-
vide further support" (1983; p: 3¢)-:

The Task Force on Higher Education and the Schools
has tried in its two reports to establish priorities

znd universities, and other nonschool groups. Its
priority areas deal with upgrading the quality of teach=
ers, improving the curriculum, and coordinating efforts
among various sactors. Its focus is on greater cocpéré-
tion and collaboration amongst the various sectors.

Its recomiicndations are basically mainstream propnsals

which urge states to take the leadership in raising
standards for high school graduation; for college

admissions, and for teacher =ducation and certification.



XI. Education; Character and American Schools*

of the National Council of Educational Research for a
report on "What Makes a Good School?" Schools, of
course, differ and there are both good and bad schools.
At the heart of the study was the guestion as to why
schools differ and how different kinds of ethos or
climates are created.

The study began at a time of renewed interest in
"effective schools" ("defined as those with higher
cognitive outcomes than would be predicted on thé ba-
sis of known input variabies such as the social and
aconomic background of pupils ir the school (p. 5).
Although there is a growing body of literature on ef-
fective schools and there are a number of critical re-
_views of that literature, effective schools seem to be
"characterized by strong instructional leadership,
high expectations for pupils, shared values among the
teachers and staff, more time spent on academic in-
struction, clarity about goals and a safe and secure

atmosphere" (pp. 5-6). In Gerald Grant's view,

_____*Gerald Grant. Education, Character and American
Schowls: Are Effective Schools Good Enough? Syracuse,
NY: Syracuse University, 1982. Mimeographed.
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effective schools rasearch: tends to ignore the complex-=
ities of 1ife in schools as well as "the interrelation=
ship of variables and independent sources of actions"
by assuming a simplistic change model. This study
particular ethos or climate: "We wanted to know what

one had to take into account in order to understand

how different goals or states were achieved" (p. 6).
Grant says that another shortcoming in the effec-

schools rosearch is revealed by asking the

question: "Effective for what?" Almost all of the re-

search answers the question in terms of raising scores
on standardized tests of verbal and mathematical abil-
ity; no attention is paid to the dual responsibility
for intellectual and moral virtue.

This study is bascd on obse-vations and inter-
views in five schools which were selected from 33 pub-
lic and private schools in northeastern United States
that the staff "felt exhibited a strong ethos or were
schools where the adult leadership was consciously
trying to effect a change in the climate” /p:. 9). Im-
plications for policy regarding the creation of a

given climate or ethos are suggested.
154

159



Grant views the school's ethos as consisting of

1) the adult teachers and staff

who stand in the center and exer-

cise responsibility on a daily

basis, 2) the social and economic
character of the student body,
;ncluding those motivations, at-
titudes and dispositions they
bring to school from the home,
and 3) the constraints imposed
by external policy makers at all
levels--the courts, local, state
and federal government and other
agencies that affect the exercise
of authority by the adults in the
school and partially condition
the nature of interaction between
- teachers and students (p. 11).

ized under those three headlngs:

1. "You make a good school by
creating a place where every-
one is learning" (p. 11).

2. "A good school must have a core
of able pupils around which to
form a positive ethos" (p. 12).

3. "The ceiitral problem we as a.
society confront with respect
to education is the problem of
how we reconstitute the neces-
sary intellectual and moral
authority without which schonls
cannot function while preserv-
ing the gains we achieved in
fashioning a more equitable
and just educational system"
(p. 13).
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Grant argues that thé way in which authority is
instituted and the way it is exercised establish the

intellectual and moral character of a school. In his

good intentions gone awry and an overweening faith in
what public schools alone can-do to solve the ills that
plague us" {p. 25). It is the public schools which have
"shouldered an enormous share of the burden of creating
laws and regulations which accumulated in the 1960s and
1970s, have had the freedom of adult action in the
schools radically altered, old communities and ways of
acting uprovted and altered. At the same time, expec-
tations have increased and "a new s2nse of entitlement
experienced by many previously disenfranchised groups®
has contributed to changed context within the school as
well as a change in the relations between school offi~
cials and parents. Society demanded that schools per-

Students were no ionger regarded as children but as

having "new equalities vis-d-vis adults® (p. 26).
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In Grant's view, the "spread of children's rights
literature through the secondary schools has been one
of the great untold curriculum stories of the last
decade" and has contributed to a "collapse of adult
authority as representing a standard for children"
(pp. 30-31). Moreover, private schools are not con-
strained in the same way as public schools. While
some parents are fleeing public schools, others are
seeking the ethos or tradition which private schools
represent, a tradition that includes a way of talking

about character and agreement about which virtues are

important.

Grant is disturbed that the modern high school is
threatening

to become a container for ado-
iescents who receive the minis-
Efattéﬂs of é qréétly éhlérgéd

in which presumed equal argue
about their rights éﬁa,ihaiVidualg
pursue their moral prefecrénces in
whatever direction they please as

test of effzciency. i.e.; is the
school effective in producing in-
creases in cognitive functioning
as ﬁéééﬁfé& 5? éEéﬁ&&f&iéé&

Schools,; he ma:nta:ns, are increasingly operating

as if they wer= s:mpiy factories for learning from
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which the only value is that of increased cognitive
output: A crisis in authority has resulted in part be-
cause of a belief that schools alone, through greater
cognitive output as measured by standardized tests, can
solve various problems which plagiie society. The social
reform strategies of the 1960s and 1970s assumed that
schools were capable of carrying a major share of the
burden creating a more equal society, reversing the

cycle of poverty, the racially segregated patterns of

society, the isolation of the handicapped; and the
problems of the non-English speaking. Society con-
Some observers of schools comment that "the common
school has always been a container for diversified and -

lems. We should be able to take satisfaction in our

158




successes without §15§§iﬁ§'66éf the new difficiities”
(p. 51).

the critical tasks assigned to the schools as a solver
of society's problems. Whil: school desegregation wa..
morally right, Grant thinks that "we sometimes failed

that experiment" (p. 52). Grant argues that
there was usually no moral language
to address the true nature of the
evil of racial injustice we were at-
tempting to overcome; the schools
were not given the support they
needed to effect a social revolution
but were told to solve the problem
with what they got; children living _
out the tensions had no forum to talk
about their pains. The final irony
was that we judged the worth of a
moral experiment almost solely in
cognitive terms, that is, what ef-
fect it had on raising or lowering
the scores on standardized tests.
And the desegregation experiment

of the public conscience that we
wanted to achieve through the
schools (p. 57).
Grant sees a rise of specialists and a growth of
a technicist spirit having occurred and continuing.
At the classroom leével, increasad numbers of psycholo-
‘gists, social workers, reading specialists; and

specialized aides have been added. .it the bureacratic



manaéers have been added: ‘In both cases, thcre has
been a significant effect on the way schooling is con-
ducted. The technicist spirit began a century ago in
the movement for more scientific management of the
schocls. It continued in the driva for more rational
management techniques for educit .on, together with new

machines and new technology. Rigid and precise speci-

this lack of autonomy, combined With new measures of
accountability and new levels of expectations" (p. 74).
Grant is concerned that "efforts to create a techno-
logically fail-safe System may explode in our face"

(p: 75):

The teaching profession is currently undergoing
the same kind of transition which occurred when the
family doctor was absorbed into the highly technical
medical complex, an event which Grant believes did not
necessarily result in better medical care despite the
new tachnologies and new cures. What has happened,
Grant argues; is that "the teacher's authority has
been squeezed from above by the technocrats of admin-
istrative and curricular controi at the same time as

she must adjust to the rapidly expanding class of
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specialists and para-professionals within the school®

(p: 81). This rise in new specialists creates a variety
of problems, including that of working out new patterns

The developmei:t of new law, Grant notes, has had
a profound impact not only on the relations between
children and parents but between children and th=s par-
ent surrogates in schoul. In order o examine the ex-
traordinary changes which have occurred, three inter-
related questions must be understood: To what extent
do we regard equality between adults and children as
desirable? To what degree may the state intarvene be-
tween parent and child for the presumed venefit and
protection of the child? What is the actual. legal
status of the child vis-a-vis parénts and other adults?
A whole series of judicial decisions have; Grant points
out, "put many sSchool officials on the defencive and
established a whole new set of procedural guarantees
that changed the climate in many schools" (pp. 92-93).
In the past few years, a genuine conflict of rights
and responsibilities has developed in school and
society.

Grant argues that children do have rights but

they are not equal to adults since "their claims ‘to
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equal rights are moderated. by material Gependence and
by limited capacities and a paucity of experience”
(p. 110). As schooling took up more of the student's

lifs quring this century, youth became a time of prep-
s-3+:0on for adulthood: Now "adolescents demand adult
riguts or are treated as full adults without bearing

adult responsibilities” (p. 111). Grant belizves that
the way to resolve our present confusion is "to make
a2 more Carefu! cGis:inction between the rights of all

excrcise concordant reésponsibilities®™ {pp- 112-13).

drawal of taient from teaching: "If even the mediocre
college graduates continue to sneer at teaching and if
teachers continue to abandon the classroom at current

rates, all talk of educational improvement or reform
will be meaningless" (p. 113). Grant datails the
teacher's predicament of today with data that present
a bleak and disheartenine picture. The decline in the

teacher's auathority is perhap: the prrime concern. To
show how teacher authority has diminished, Grant ex-

plains how it is derived and argues "tha: the teacher's:
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authority is both individual and social, that is, it
is both'personally earned and socially earned” (p. 118):

ity is the teacher's own knowledge and competence in
the subject he or she is to teach: "The teacher must
sustain a student in an engagement with a subject that
has its owr laws and mysteries that are independent of
the student's impulses or subjective will" (p. 120).

Further, teachers strengthen or undercut their author-
ity by the way they r:veal their moral qualities or
lack of them in daily rcutines. The personal qualities
and character as well as knowledge and competence in

ity. But, teacbar authority is also conferred scczizlly
znd is derived from the general social esteem granted
the role. #r.le teaching has never been at the top in
comparison with a number of other professions, there
has been a continuing decline in recent decades in per-
ceived status both by teachers and the publi.. Grant
observes: "Certainly, the teacher's loss of esteem in
Amesica cannot be wholly or even largely blamed on the
romantic writers ur neo-Marxist critics of .We recent
past, but it can be said that a great libel was coir-

mitted” (p. 125). Although u majoi source ot social
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authority stems from the teacher as = moral agent, many
teachers are convinced that neither parents nor the law
at present support this authority. In addition, the
tezcher's social authority is derived in part froam the
general status of adults in that society and, for a

variety of reasons, age is no longer'a conveyor of

authority. Grant argues "that under the best condi-

tions; the teacher's role is precarious. Teachers must

establish ébﬁfrbi; motivate and insure that even their
involuntary clients actually learn" (pp. 130-131). With

wéékeﬁéd 565151 éﬁthéfit?; eétéﬁiiéﬁﬁéﬁf of &ﬁfﬁﬁfif?
rests increasingly on the individual teacher. More

-

and more teachers either leave the profFfession or wish

they could leave.
Grant concludes:

A school or society that relies
primarily on individual sources
of authority will produce a gen-
eration of "buxrned out" and with-
drawn teachers. ~On the other

the glue of soc:egﬂi or institu-

tional authority, schools may be-

comc too rigid or authoritarian.

A baiance is need=d; and the de-

stratn in the other. In the current

situation; there is a further

complexity . . . namely, the

withdrawal of talent from teach-

ing (p. 135).
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Ediiege graduétéé with teaching certificaté§,

must know to teach; the rest is acquired on the job.

attracts gcod teachers and plays a significant role in
helping young teachers learn their craft.

Education; Character and American Schools is an

' examination of the nature of authority and the factors
that affect the school's climate. or ethos. Unlike sost
other current Eébéffé; it focuses on unders-anding the
dynamics of school ethos as a ba51s of school 1mprove-
men%t. Essentially, it examines tgglnature of author-
ity and the factors which have eroded the teacher's
authority and érgues-that "we need to faéicaiiy de-
flate the incentives for bureaucratic coreers and to
~znhance the rewards for the vacatibh_?f teaching and
the exercise of responsible 1ead¢;§ﬁ§p“%ithin schrols"”
(p. 14). 1In the analysis and the suggested policy. im-
pllcations, Grant responds to the question--"What
Makes a Good School?"--in terms broader than cognitive
growth on staridardized tests; a good school attends to
both intellectual and iWoral virtue and represents some

notiorn. of character to it3 students. Schools areﬁin-

stitutions, Grant points out, "that educate the

[N
N
w

e
(i




emotions, indelibly affecting both heart and incellect”
(p: 9): His aim was tc renew the diatogue on the issue

and this he does.
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XII. An Education of Value*

An Education of Value is a proyect initiated by

the late Stephen K. Bailey to examine the histcrical

and contemporary values wtich underlie prublic educa-

iééés; Baiiéy 2as tronbled by what seemed t» be a loss
of faith in schooling. He organized the project in
order to raise the level of discussion about the

schools: The report; Marvin Lazerson et al. point out,

is about excellence and equality, two goals which are

not incompatible. The authors are troubled about the

condition of public education. In their view,

Far too many people leave school

without [possession] of ae,complex

skills sufficient for eftectlve

coping in an interdependent tech-

nological socxety and wo"ld _ Far

dents and teachexs tc value learn-

ing, and far too little value is

placed on learning by those outside

of schools. But it is precirely

these conditions *hat lead us to

pit forward what we bulieve axe

sensible thoughts on how to give

i'zwWw meaning tr our educatiocnal

- *Marvin Lazerson, vudxth Block licLaughlin, Bruce
McPherson; and Stephen K. Bailey: An Education of
Yalue. Cambridge, MA: _Harvard University Graguate

School of Edvcatlon, 1923. Mimeographed.




ought to foster enlightened demo-
cratic comnunities and the freedom

and growth of individuals (p. iii).
Recurring prio:c:cies and recurring tensions are

examined in terms of the evolution of expectations held
for public schools, how some have persisted and others

changed over the years. Americans, Larerfon et al.
observe; "have always expected so much from our public
schools" and these expectations have been part of the

However, the expectations have themselves been 2z con-
tinuing source of considerable tension and conflict.
The conditions of iéégﬁiﬁg and teaching at the
turn of the century are examined and the changes in
the organization of schooling and the assumptions
about how much schouling was necessary described:
Mass attendance, Lazerson ﬁéfés; brought into schools
children and youth who had not previously been en-
rolled and kept them there. Consequently, "tus rush
tc make efficient what had become a bureaucratized,
cxpensive, and mass institution Forced to the surface

questions that were previously muted: What were the
differences ameng children? Eow could they be mea-
sured? How could lerrning b= enhanced? What kinds of

curriculum and teaching were suitable for what

kinds
~
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of learners? (p. 1.7).

With expanded expectations came commitmients to in-
craase the amount of schooling bui, at the same time,
expaided expertaticns - iesmiified the conflict over
the schools: “Concridictozy expe.tations became less
2asily ignored, consistent commitments difficult to
maintain. Establishing prioritiés about the purposes
of schoocling, what should be learred and how it should
be taucht becams central to educational debate” (p.
.28).

The report observes that ":nowhere have the aspi-
rations for and the tensions between excellence and
equality been iore apvarent thsn iii debates about cur-
riculum" (p. 2.1). The curriculun reform efforts of
the 1950s and 1950s--"the most intsnse period of cur-
riculum reform in Amevican educational history" (p.

21)--are reviewed with the Man: & Course of Study

{(MPCOS) (cambridge, MA: Educational Development Cen-

curriculum revolution of the 1950s and 1960s, neither
curriculum aor teaching were transformed: Despite
the euphoric promise with which their efforts were

launched, the reformers were unable to achieve the



(p. 2.31). Three issues cut across the reform efforts:
"competing claims over what ought to be learned; the
relationship of the refor» to the 'culture of the
school, ' and the shifting priorities of the education-
al system" (p. 2.32). Lazerson notes thzt the re-
formers were, at best, ambivalent about classroom
teachers, more often viéwing them as part of the prob-
lem. Nevertheless, the cucriculum reformsrs were de-
prder.t on the same classroom teachers to implemert
thiiv new progrems.

In the mid-1980s, once again there is an intense
debate about axcellence in education with a tendency

toward treating "equality as a natural enemy of ex-

alization of the curriculum to serve a pluraiity of
interests -as a permissiveness that was intellectually
barreii and that converted learning into play and doing

one's own thing" (p. 3.1). Many Americans blame
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efforts to create a more fair and more egalitarian
school system as eroding a commitment to high stand=
ards of academic excellence and, in the view of Sorie,

. it has been this push for eguality of opportunity that

has led to the current "crisis" in education.

Lazerson and his colleagues argue that both equal-
ity and excellence are absolutely essential to ﬁﬁﬁiié
schooling in a democratic ébciét§ and tﬁat the "current
opposition of equality and excellence is a statement .
polarization that has come to dominate the educational
landscape” (pp. 3.3-3.4). Lazerson trace the shift in
education from the nineteenth century cen. -i with pre-
paring youth for moral and political equality to a con-
cern for economic equality which brought educationai
excellence and equality into conflict at a cost to
most schools as the most apparent manifestation of

this conflict: *Nowhere is equality in schooling

nore undermined than in the tracking of students”
(p. 3.13). The report argues that: "the shame of
American education is that not all students are ex-

literacy, and the h: © commitment and
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participation necessary for citizenship in a democracy"”
(p. 3.15). Lazerson and his colleagues cre not opposed
.fb all forms of grouping but believe that the usual
stereotypic tracks--academic, vocational, commercial
and general--constitute a "charade." They believe that
most tracking practices do not enhance learning.
Rather, as curren%ly practiced, most tracking is "a
confession of pedagogic failure.” The issue is not one
of whether to group/track students but rather how to
group them So that all students can learn more:

Because public education bas as its basic charge
the development of democratic citizens; schools must
take democratic values seriously and develop the
knowledge, skills, and attitudes that constitute ef-
fective citizenship. To nurture democratic citizen-
Ship, "the educational system--through its pedagogy,
curriculum, and organizational forms--[must] whet the
appetite for citizenship and enhance the capacities
(p. 3.23). The report argues: "To accomplish: these
ends, educators must struggle simultaneously with
equality and excellence and resist the tendency to
pit one against the other. The pursuit of educational

excellence may be the most direct path to the
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achievement of equality. Equality is the essential
condition of democratic citizenship. Excellence is
the necessary condition for making that citizenship
“

“azerson suggests that a definition of excellence
in learning should go far beyond the current position
that schools should first teach basic skills and then
teach the more cr ive, complex, and sophisticated
skills. Literacy, for instance; should be thought of
engage in learning" not simply reading, writing and
computing. Definitions of literacy which are rooted
only in minimal skills levels will not 1i:ely teach
basic gkills effectively nor will they motivate stu-
dents to continue learning:. "Literacy; then, involves
going beyond what is 'basic' or ‘minimum.' . . . .

It means cultivating attitudes toward learning such
solve scientific and mathematical problems, or seek
to participate ' and understand music and art. Lit=
on a path of iife-iong learning® (p. 4.8).

The cuiltivation of imazinative expression and



"expansive and facilitative rather than deterministic
and limiting" concept of literacy. Further, Lazerson
asserts that "by integrating scientific and aesthetic
understanding, we can begin to understand more clearly
how to think about learning" (p. 4.17). ;

power, the school's ability to challenge, motivate,
instrict and develop students' and teachers' abilities,
capacities and attitudes, its power to c¢xcite and hold
students' and “sachers' attention" (ps: 4:19): TLea.n-
ing environre . which include teachers who are

passionately comm.:ted to teaching mmust be created.
Lazerson and hit colleagues see - innovation
holding as much promise for the aiws of excellence
and equality as microcomputers. Ccmputer-assist-d
instruction can help students "think about. thinking
and to act on their thoughts® (p: 5:3); can provide
opportunities %o acquire particular skills; cii test

capacities for critical and imaginativc thinking; and
can provide stimulation and model-building opportuni-
Fies. However, Lazerson points out, thess are only

potentials and the realizatior of these possibilities
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depends on how basic curricular and instrictiona

The report is concerned about problems of equal-
ity of access to computers and to computer-assisted
initruction, pointing to the growing gap between the
haves and the have-nots due to inadequate funding:
"Decisions about the use of comruters ia the curricu-
tum becoime predicated on finarcial, rahter than educa-
tionzl, consideratiuns. Danying. school children ac-
cess to computers on the grounds of povercy undermines
at the start the computer's potential to enhance iéarn;
ing teo all" (p. 5.5). An additional ~oncern op com-
' to become a male culture with programming courses eii~
rolling boys while wozd-processing courses enrc~ll
girls: Still another concern is the tendency for mc-

cess to computers becoming a reward for gifted stu-

for remedial instruction only. The issue of access
must be confronted now or else "the bfbﬁise of compu-
ters to enhance learning will be undermined. The po-
tential solution l.ecomes a new problem® (p. 5.7j.

chines" through which children are simply put “through
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level of difficulty, to provide feedback, and to dis-
pense information" or they may be iised as “"learning
machines" where the interactive capabilities of smpu-
ters are used to stimulate student thinking (p: 5.8):
Thus, the matter of software development becomes a cru-

son and his colleagues 20 not believe educators are
»7ing the computer-related issues seriously enough:
In addition; they are convinced tnat "computers will
only become learning machines in the schools if teach-
ers are themselves comfortable an:d proficient in their
use and involved in introducing “omputers into schosls,
deciding their spprooriate app:ications; and monitor-
ing the quality of the software used” (op. 5.11-12).
The debate over the very purposes of schouling can be
sharpened by the issues raised by computers in educa-
tion. |

The prcLiems and the promise -f teaching are

working condi-

are feeling the effects of difflculd

cions; public hostility and public demands® (p. 6.1).

The report describes teaching as a lonely, routinized,
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repetitive; sometimes dabilitating procezs, with littile
collegial suiport or caring on the part ~¢ students;,
parents; or others: Lazerson observes that:

Teachers are constrained by

the fundamental ambiguities of
their craft. They are unvertain
that they can make all of thsir
students learn. They are under-

tain whether they possess the
skills to excite all of their
students. Many teachers reczg-
nize that teaching is a hit-or-
miss affair, that there »re no

Their disappvintments are fre-

guent; their doubts that they

hiive done_their best are perva-
sive (p. 6.4).

Teaching is a very compleéx prozess and recocniticn
nf this complexity and of the Fact that teachers must
be both caring anl knowledgeable is essential if prac-
tice is to be imprived. Much has been iearneé¢ zbout
the change process ard clearly teaching and learning
will not be enhinced by 'heavy-hanied, cop-down.ap-

proaches to reform" {p. 6.12).. Rather, efforts must, .
b= 3chool-site based ard involve col:aborative planning
awong all those concerned about the process of educas
tion. Because they hive been exciuded from the plan-
ning process for so lung, teachers are wary of current

efforts to involve thum and often rezist the time=
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The report soncludes that the promise ot teachiry can

only be fulfilled to *the extent that the variegitéd
nature of the learning process is undcrstood and ac-

In the post-World War II period, there have been
"wild swings in curriculum rashions” (p. 7.3). The
criticisms of what is viewed as the ééfétéfié curricu--
tum have led to demands for a core curriculum consist-
ing of a set of specified courses i~ be taken by ail
students in most states and many school districts:
Lazerson points ont that, at theéir test, such "dabatos
pose questions about the purpose. of schooling and
what ourh* tu _onstitute a common core of knowledge

often focus on the wrong guestions, running. the risk
of setting expectaiions which are minimal: "Most of
all, howover, debatss about a core curricuium which
concentraie on what students are taking rother than
7w much and how well they are iééfﬁiﬁ§ wiil fail to
2itharce either the commitment to learning or iééf%ihé
itself” (p. 7.4). Much mcre is needr -han siwmoly a

list o remuire courses.
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Lazerson describes learning as a conversation:
a mixture of facts and values around which teachers
and students interact." When the curriculum is thought
of “simply as scmething teachers teach and students
learn;" then tis important interactive and conversa-

tional quality is neglected: The interactivs process

prevents s=paration of subject matter from the teach-
ing act itself:. "Teaching invelves more than simply
. knowing one's subject; although that is a fundament.l
requirement:. Zuat unless®>we recogn. “teractive

quality of the enterprise, we,wiil rnilerstaiid that

?
L5

presenting students with something called subject mat=
ter™ (p. 7.7j:. Excellence in learning; the report ob-=
serves;, “means gaining knowledge, skills and the de-
sire to learn still more" (p:. 7.9):

this process: "If we evpect students to izirn from
teachers; we must expect and set cond: = .a:¢ for teach=
ers to also be learners’ (p. 7.12). This requires a
bold and committed leadership to design schools as
nlaces of learning. The pwincipal mugt'éangtantiy ap-

praise Eﬁén%;gent'ta which teachers are enhancing




student leaning, hcw le=rning opportunities for teach=
ers can be provideu, and how the learning culture of
the school can be nurtured. Beyond leadership of edu=
there must ke a strong coalitivn of a variety of inter-
esc groups, all of which believe that "strong public
schools [are] essential to the héalth of American
democracy” (p. 7.14). A recommitment to public educa-
tion is needed.

Laz»"spr and his colleagues aire convinced Ethat
schools will not be radically altered by any single
reform or group of reforms: "Despite the praophesizing
of doom and the dream; of instant solutions and ready

panaceas, the schouls are neither going to entirely

collapse nor be totally transformed” {pp: v-vi}: For
one thing, schools are nct all the same apd the varia-
tions ".ean that any genzralization about what exists
or what cuaght to exist ii. the schuols of America must
Eééessariiy be subjected to reiirements and qualifica-
theless, it is possible to talk about the totality ~F
American education as "the cultivation of an in-
formed znd expznded intelligence, the enhan~ement of

creative expression and criticai thinking:; and the



schools primarily in utilitarian terms focusing on in-
creased prosperity and productivity as the consequence ..

we invits continuing disappointmer:. We devalue teach~
tng and le~rning itzelf, 2731 we make of our schools

something less than they stauld and could be" (pp. vi~
vii). -

To improve educztion ! rrograms will require more

than simply calls for betier schools. The repo-t con-

We: need to change and improve the
curriculum, recruit, train and re-
train better teachers, and rai-e
expectations and demands placed on
studerts. But unless we have at-
wogpheres in which studeits deve:lop
e siotivation to leaxrn, gain a
sense of growino maturity &ud re-
sposiribility, and becer2 reswectiul
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of each nther and their mentors~:

base on human relationships--to3
will, sadly, fall far short of

An gducation f ‘tlue is an examinacich of the

ends and means of th« :ducatioiial process and makes
recomniendations concernig ail e!:ments of that
process--goals and purposes, currisulum anu teaching,
comnuters and technolcgy--as these relate to the

creation of learning environments.
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XIII. Wisconsin Program for the Renewal and A

Eggggggg_ of Secondary Education*

D e

ment of Secondary pducatlon (WRISE) is aimed at deveiop—
ing aa "improvemert capability" which wili enable a
school to improve its educativeé processes. &As its di-
rector, Herbert Klnusmeiér, puts it: "A schoo} has de-
veloped an improvement capability when it employs
strategies and makes operational facilitative struc-
tures and processes that ehaﬁié it to set improvement
goals each year and to attain them" (1983, p. 1): The
WRISE prdgrém is a ré;e’éaféﬁ program which studies the
A school implements specific improvement strategies and
makes operational schcol structures and process:s which

fac111tate implementing improvement strategies.

ica C. Zlndler. Improvement of Seconda;g Eﬂucatlon
" through Research: Five Longitudinal Case Studies.
Madison, WI: Wisconsin Conter for Education Research,

1983. ED 231 775.
Herbert J. Klausmeter, asabliltg and Eﬁfect;ve-

el e

‘N“Aﬂdary Educatton i2 ﬁocEi,uchcolrend,Uuiversity
Zeriings: A Summative Rvaluation. Madison, WI:
Wisconsin Zento-r for Eaucaticn Research, 1y82.

ED 225 2234,




The WIISE program includes four main elements:

(1) a aégigﬁ for impfaviﬁg secondary education consist-
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1ated enabling objectives for the major elements of a

functioning school; () a generic six-step improvement

process which is adapted to lccal conditions and used

by the school's staff to begin or refine a systematic
improvement program; (3) pri-t and non-print materials
which local staffs use to gi.::her information about the
program and which university; professors share with stu~

dents studying schocl impr:wement; and (4) a plan for
dissemination and utilization of the program.

The 10 ééﬁ?téﬁéﬁéivé sbjectives which "indicate

of secondary education” deal with:

fducational programming for the
_ indivicdurl stvdent

Cur rinmular arrangements

Work and community learniag
Student detision making
Evaluation

Administrative arrangements
Organization for instruction

_ and student advising

Internal and external_ support _
Contlnulng research (1982, pp. 2-4).

tibﬁal.pragrammlﬁg for the Individual Stv3cnt," for

example, is as foliows:




An individual educational program
of course work and other activities
is arranged for each student that
satisfies his or her developmentai
needs and characteristics and that

also meets district and state re-
quirements. Ar. individual instruc-
tional prog:im i< arranged for the

student in each course and other
activi* ' txai...s part of the stu-
dent' tal educational program
that takes into account the stu-
dent's aptitudes, interests, moti-
vation; learning styles, career
goals;, and other personal and so-
cial characteristics and that also

meets district and state require-

ments (1982; p. 2).

Each of the comprehensive objectives bss a number
of enabling objectives which provide illus.rative means
for achieving the objective. Together, the comprehen-
sive and enabling objectives provide "the rationale
for the cooperative improvement-oriented research that
sible areas of improvement that each school might un-
dertake"” (1982, p. 6). The objen*iva~ halp local

school staffs identify areas of n. . ° provement.
The WRISE generic improvement prosess, nodified
and adapted to trke into account local conditicrs,
consists of six steps:
--Assess your local schiool situation.

—--Develop yo'.r.- school's improvement
plan.
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--Carry out information-gathering

activities in your schools.
-~Carry out preparatory activities.
-~-Carry out your start-up improve-
ment activities.

--Evaluate the improvement activ-
ities. (1982, p. i,.

Schools may use a centraiized improvement sStrategy
in which the principal and an improverent committee di-
rect the improvement activities by initiating, imple-
menting; and eventually evaluating an improvement plan.
A decentralized improvement strategy would have the
‘principal and the educational improverent comimittee
coordinate the staff's artivities in designing, imple-
menting and evaluating a plan. A combined strategy
involves using a centralized strategy at first; then
shift' J to a decentralized strategy.

In 4 report of a summative evaluation of WRISE

published in 1982, Klausmeieér noted:

.. . The results . . . indicate
that the usab.lity and the ef-
provement process are generally
regarded as high to very high by
local school principals. The
usability and effectiveness of
the WRISE materials are generaily
regarded as high by local school
staff members. The WRISE compre-
hensive and enabling objectives
are perceived by teachers as in-

dicating desirable directions
for the improvement of secondary

education; The materials were
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used in the schools mainly during

regular school hours and the main
purpose was to gain information

or to start planning an area of

improvement (1982, p. vii).

high school, and two senior high schools--was issued

in May, 1983 (Klausmeier et al., 1983). The schools

social class of the students. The project extended
over a six-yedr period beginning with formulation of

a conceptual design for the improvement and renewal of
secondary education and continuing with planning and
implementing a program and evaluating its outcomes.

The WRISE project included both development and
research activities. The goal of the development as-
pect was to begin or refine the school's improvement
capability, the administrative-organization arrange-
ments, and change strategies designed to attain par-
ticular student outcomes. The purpose of the research
activities was to determine the extent to which the
schbdiis improvement capability was realized.
presented to describe the school improvement éffbrts

187

192



over the six-year period, beginning with a description
of the staff and students, data gathered and analyzed
related to educational achievement and to affective
outcomes, and staff changes. A four-phase research
method was used: (1) the formulation and initial
validation of a conceptual design for improving second-
achievement data as a basis for ideutifying subject
fields, grade levels, and mental ability quartiles of

s

students for whom achievement was lower than desired
in order to set goals for raising achievement of those
whose achievement was lower than desired and maintain-
ing achievement level for those performing satisfac-
torily; (3) analysis of the data on each student on a

of the same grade in the school and analysis of longi-
tudinal cohort data; and (4) relating changes in stu-
dent outcomes to the implementation of improvement

The results were examined in terms of sex differ-

ences in achievement: Detailed comparisons are made

with the "effective schools" research. On the basis




of the data, Klausmeier and his colleagues concluded
that "implementation of the goal-setting strategy ap-
peared to be the determining factor in bringing about
consistently higher student achievement while imple-
menting the other strategies maintained the same level
of achievement from year to year" (1983, p. 263).
Student attendance and attitudes were positive in all
five schools but seemed to improve slightly when goals
were set to improve them. The conclusion drawn con-
cerning the process was: "Based upon the consistently
positive results, it is concluded that the design pro-
vides relevant guidelines for the renewal and improve-
ment of secondary education. In this context, it is
considered to be validated as both usable and effec-
tive. Even though the number of schools was small,;

the uniformity of the results across those schools of

is noteworthy" (1983, p. 263).
KRlausmeier believes that his design focused on a

improvement capability. School effectivenss research;
on the other hand; identifies characteristics of ef-



program, he asserts, "specifies organization structures

sired improvement and then sets goals and plans-and
carries out improvement activities to attain these
goals. Thus, a school that has developed an improve-
ment capability is able to address any characteristic
of effective schooling that it may select as well as
other areas of improvement” (1983, p. 264).

The organizational structures and school processes
which facilitate educational improvement, the WRISE
program concludes, include the following:

--An Educational Improvement Committee
consisting of the principal, a coun-
selor, and representative teachers
is established to take initiative
for identifying areas of improvement
each year and for implementing the
improvement strategies.

—=Phe instructional staff and students
are organized into small groups for
instruction.

-—Educational advising is personalized
by having teachers serve as educa-
tional advisors.

—=A curriculum is.provided that is
striuctured but that can be adapted

--Student input regarding their own
educational and instructional pro-
grams is arranged.



1anrmat;on are used to improve

student learning and teaching:
--Parent and community input re-
garding curriculum, instruction,

and other matvers is arranged.

--Class schedules are arranged to

permit groups of teachers with

mutual interests to have a common

perxod during the school day.

--Inservice activities are conducted

. —— Tz

systematically and i . a variety of

ways; but especially during the

teachers' common planning period.

--Dlstrxct off1c1als work w1th the

program and district support 1s

prov1ded for it (WRISE flyer, p. 5).
The WRISE program, like the Association for Super=
vision and Curriculum Development project on redefining
general education in the high school; has a process

orientation. On the basis of empirical data collected
from the five schools over a period of years, the pro-
gram is able to recommend a process for developing
educational improvement capability, the capability for
improving secondary education in terms of goals de-
termined hy individual schools. The data preserted
make a strong case for a goal-setting strategy for

improvement.
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XIV. Redefining General Education in the Ameri-

saf fich Schooi®

Redefining General Education in the American High
School is a project of the Association for Supervision
and Curriculum Development (ASCD) and is headed by its
ExecuEiVé Biréctbr; Gbrébﬁ Céwéiti; From more than 100

at the Wingspread Conference Center in July; 1981; the
participants returned to their own schools to organize

their own faculties, students; parents; and communities
in studies of what common learnings were needed by to-

gan with a rather broad definition of general educa-
tion and then focused on the specific skills and cou
petencies high school graduates should possess. Net-

work school teams have met about twice a year since

*Nancy S. Olson, "General Ediucation." ASCD
Curriculum Update, November 1982, pp. 1-5; (Alexan-
dria, VA: ASCD)., B

Gordon Cawelti, "Redefining General Education for
the American High School." Educational ﬁea&ersh;p

39(1982). - 570-=72.




the initial Wingspread Conference to share the results
of their studies. At their own schools, the study pro-
cedures have generally involved arriving at consensus
on a definition or model of general education and then

undertaking an inventory of present curricula as re-
o . A B
lated to the agreed upon definition. The process has

varied considerably as each school has devised its own
procedures. As of October, 1983,

A few . . . have had revised grad-
uation requirements adopted by B
their local board of 'education and
have begun program implementation.
Some are still at the discussion

stage:. . . . Most schools have de-
veloped their own definitions of

general education often including

a_detailed list of 100 or more
elements,,and have examined their

education to approve major cur-
riculum changes (Curriculum

Update; 1983; p: 1):;

Thé géhérai praeégg followed by the schools in

1. Establ:shxng the Process. The

first step for project schools

was making a public commitment

to rethink their general studies

curriculum and setting up the

6perat10na1 machinery to accom-

plish It. .« . .
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Selectiig or 5étéi6§iﬁgiéiﬁff;f~;
The next step taken by network

schools was to choose a conception
of general education on which to
base further work. . . . No single
model . . . was adopted by even a
majority of the reporting schools.
[The models included those of

+ Ernest  Boyer, Gordon Cawelti,

The College Board,: and Harry
Broudy. ]

Defining Specific Learnings.

When there was reasonable agree-
ment about the broad categories

to be représented in the educa-
tion of every stuvdent,; the schools

took steps to further define spe-

cifie elements composing it. . . .
These smaller pieces are referred
to variously as elements, common
learnings; goals, subgoals, ob-
jectives;, skills, competencies,
concepts; and outcomes.

Planning Curriculum. When_they
had identified the particulars _
they thought all students needed

to learn, most schools in the
ASCD network did not immediately
begin planning new curriculum but

instead had teachers, and some-

times students, inventory the

extent to which the items were

included in current courses. . . :
Recommending Changes to Soard of

Education. A necessary step in
the curriculum developnent process

is an official report to the local
bcard of education recommending

new course requirements and other
changes. . . .

‘Implementation. Only a few of the

network schools have reached the

implementation stage; but aitil



recognize that implementation
is critical (ASCD Curriculum Up-
date, 1983, pp. 2-3).

Among the models which were considered by the net-

work schools for general educaticn were the Harvard

Committee's General Education in a Free Society;

Broudy, Smith and Burnett's Democracy and Excellence

in American Secondary Education; Boyer and Levine's A

Quest for Common Learnings; and Cawelti's model. Hav=

ing agreed on a definition or a model of general edu-
cation, the schools then inventoried their current
curricula in relation to the definitions. As one
school reported, the present course structure stressed
all aspects of general education which had been iden-

tified as essential but, because of the nature of the
instrument to inventory the school's curriculum and its
relationship to a new definition of general education
as a basis for "changing, creating or eliminating
courses and changing graduation requirements" (Cur=

riculum Update, 1982, p. 3). For the most part,

schools found considerable discrepancy between those
aspects of general education which they considered

essential and what was actually being taught,
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especially in the area of the "life skills" in coin-

trast to academic skills. Through policy changes,

staff development, and curriculum development activi-

ties, the schools are attempting to close the gaps be-

tween definition aﬁé"curricuium.

ASCD's Executive biréaﬁar, Gordon Cawelti, has
offered the Cawelti High School General Education Model,
featuring five clusters of krowledge which he believes
are required for life in the twenty-first century. The
fundamental question about general education in Cawel-
ti's model, he suggests, is: "To what extent do the

concern for instructional experiences in these five clus-
ters of knowledge?" (Cawelti, 1982, p. 571). Acknowl-
edging that there are other ways of organizing knowl-
by consensus at the outset if a strong program of gen-
eral education is to be designed" (Cawelti, 1982, p.
571). A number of significant curricular and instruc-
tional issues are involved in the redesign of general
education. These include:

How much time must be spent on a

tion) in order to have an enduring
effect? If the high school only
requires; for example; one or two

years of science; how does one
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dec1de which science concepts are

most important? wWith knowledge

accumulating at an accelerating

rate;, how do we justify sampling

smaller and smaller portions of

knowledge with the same number of

units required for graduation?

And should the general education
program be the same for the col-
lege preparatory student as the
vocational student? (Cawelti,

1982, b 571).
As of October; 1983, among the network schools'
accomplishments were the following:

1. Most schools will incre¢ase the
total number of courses required
for graduation while reducing
the number of electives, indi-
cating that consensis can be
reached with respect to a com-
mon body of knowledge.

2. Believing that witi the knowledge
explcs*cn, hlgh school seniors

course loads, several,schopls
will require seniors to take a
full course load regardless of
the number of credits they have
already accumulated.

3. Mdét séhoois wiii increase their
ments, moving from a one- to a
two-year requirement for all
students.

4. There was a disagreement on .
whether schools should seek evi-
denc= of student learning or de-
pend only on exposure to the
elements of general education.
Schools which decided on compe-
tency rather than expos3ure have
developed cr1ter10n~referenced

tests.
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Subjects:
Literature

Language Ars
Arnt
Music

Drama

Humanities
Ehl!osophy
Religion

Film Criticism
Architecture

Ethnic Studies

Cultural Studies

thziiiii, liiuii, TopTci.

Cétiiiﬁiiiiit;imig—
Thinking Skills
Mathematics - Remnrﬁz
Composition  Problem Solvmg
Speaking Critical Thinking
Listening Computer Literacy

Reading

Ciluenshup—S&iital Studies

Subjects: Concepts, issues, Topics:
History ate lssue
Law-Related Education chhu and Responsibilities
Economics : Global interdependence
Sociology Institutions
Psychology Poverty
C?oyaﬁhy Civil Rights

Ecology.

Population

Disarmament

l.eamln;—-

Locational Skills

Science—Technology . Health-Recreation-Lefsure
Subjects: Concepts, fssues, Topics: Subjects: Concepts, Issues, Topics:
Biology Nuclear Energy. Physical Education Fithess
Physics Techiology Health Sex Education _
Chemistry Science Drug Education
Physiology Resource Scarcity Hore Economics Parenting
Eanth Science Cenetic Engmeenng Coping
Cenetics Lifetime Sports
| Aathropology .

(Cawelti, 1982, p. 571)
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5. Network schools reaffirmed a com-
mitment to require and teach basic
1éarhing ;g;lls, including such

as_part of the general education of
all students. The schools assumed

responszbilzty for instruction in
the basic skills when student com-

petencies had not been acquired

in pre-secondary programs and were

deveiopzng measures of competencies

in a number of cognitive skill

~ areas prior to graduation.

Network schools were reaching con-

N

sensus on the meaning of a balanced

curriculum. Several schoois, for

instance, were requiring courses

in the fine arts areas for the

first time. Others were defining

computer literacy as a basic skill,

were adding experiences in global

Interdependence, and were increas-

ing the attention paid to the im-

ract of technology on society.

7. Beyond deliberating the number of

units to be required for gradua-

tion in various fields; t’iere was

considerable attention to defining

what the content changes should be.

Teachers were often asked to rank

or weight the value of proposed

content chan jes as a basxs for

pated: university scholars' collaboration was gen-
erally neglzgzble, little attention was paid to the
planning for the future, few schools developed
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interdisciplinary curricula although some explored
possibilities, none of the schools adopted strong

foreign language requirements and, in some instances,

legislation at the state level seemed to preempt local

planning.

The ASCD project is essentially a process which
seems to generate considerable faculty involvement in
redesigning general education at the local level:. As
the report points out: “"The process compelled atten-
tion to balance; faculties deliberated on the percent-
age of time that should be spent in each area of com-

mon learnings® (Curricdlum Update, 1983, p:. 7). The

project establishes a network of schools; all of which
focus on redefining and redesigning general education:
Unlike many other ?Iojects in reform, the ASCD project
does not make propogfls or recommendations. Rather,

it is aimed at éfiﬁﬁl@tihg local redesign of general

education through ibté@ efforts supported by a network
arrangement. The iéaéégs believe that "the enthusiasm
and commitment of team members from the ASCD Retwork

schiools show that the results of this project will un-
doubtedly be more enduring than recommendations coming

from 'on high'" (Curriculum Update, 1983; p: 7):
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The Cawelti model for high school general educa-
tion proposed by the ASCD Executive Secretary is one of
several general education models which are being consid-
ered and is proposed as a basis for local study, not

a recommendation for all high schools.
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XV. The Scarsdale Group*

Sixty-one representatives of college preparatory

of principals, superintendents, curriculum directors,
and other administrators from school districts with
basically college-preparatory student bodies. They
discussed the perennial question: "What should schools
that are essentially college preparatory seek to help
their students to be or to do?" (p. 1). Sobol observed
that the group realized that it could not "talk intel-
ligently about curricula without talking about the
nature of our students, about the teachers who mediate
between students and curricular experience, and about
the nature of the.high school institution itself”
(p. 2). The discussions were organized around the
four elements: students, teachers, curriculum, and
the high school as an institution.

The discussion focused on how students and teach-

ers feel about schooling and why they feel the way they

*Barbara R. Fogel. The Scarsdale Conference on

the College-Preparatory High School. Scarsdale; N.Y.:
Scarsdale School District; 1980.
{
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do. One student, for instance; asked: "Why am I doing
all this? What does it mean to me? Is it right for
me?" Teachers on a panel asked in different ways:
"What is the value of my work for me and for others?"
(p. 4). One participant commented: "It is perhaps a
cruel irony . . . that the script for success that

tionally lacking, the have-not, inner city teenagers
strive desperately to follow" (p. 8).
The conference group examined the tensions, pres-

sures,; and expectations of students and teachers in

schools: The pressures come from the economy and from
changes in society in general: "Both groups [students

and teachers] are subject to the anxieties of the age--
inflation, alienation; nuclear holocaust: More stu-
dents come from broken families and live with only

one parent. Families themselves feel increasing pres-

sures" (p: 11). The conference group noted that there

are greater expectations from schools which increas-
ingly have fewer resources to satisfy the demands made
on them:. While the belief has become widespread in

individual needs by adding teachers and facilities,"
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painful choices must now be made and schools are now
faced with revising some cherished assumptions (p. 14).
Three dilemmas were discussed, each of which "in-
volves balancing the student, and his or her individ-
ual needs, against stubborn forces: college entrance
requirements; institutional management; and the world
outside” (p. 16). These dilemnas were seen as (1) in-
tellect vs. feeling, (2) the individual vs: the insti-
tution, and (3) the school vs. "the real world."
Administrators, it was pointed out, must often
make choices between "what students see as their per-

school as an institution; on the other. They must
stitutional integrity" (p. 20). They feel the pres-
sure of college admissions as much as their students

and teachers do: "whatever their gcals; high schools

must seek ways to help students touch what they per-
ceive as the "real world," the confcrence group noted

that "heavy academic demands often impede giving ade-
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Conference pértiéibéhéé were reminded that students
do not learn only from the lesson plan: "They also
learn from the routine of the school, from the way
people behave toward one another, and from the values
and attitudes that are accepted and admired" (p. 25).
The school's atmosphere or its climate constitutes a
"hidden curriculum" which must support the objectives
of learning. One important element of that hidden
curriculum, it was noted, is the way authority is ex-
ercised: “"Through the limits; boundaries; and expec-
tations it sets for personal behavior and performance,
the high school makes both implicit and explicit state-
ments about what it values" (p. 25). Participants

urged that schools should nurture intellectual honesty
and a sense of decency by setting a model to be fol-
lowed by students. Theodore Sizer observed that "In-
~ tellectually honest peopie and schools are ciear and
pose to do and what they can't do" (p. 27). He argued
that if schools wanted students to be scholarly; the

only learned by experiencing it.
Teachers are also affected by the hidden curricu-

lum, the school climate: Scholarship, intellectual
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honesty, decency, and a sense of community are values
which must be represented by the school to its faculty:
"If [the school] wishes students to adopt intellectual
values, the school must:treat teachers as people of
intellect” (p. 31). Teachers must have incentives and
opportunities to plan tcgether, to share ideas, and to
develop a sense of community. Most conference members
agreed that "a public school could indeed become a
model for these values and wondered whether society as
a whole was ready for them" (p. 32).

Conference members siuggested that there were
changes they believed their schools must make in the
1980s. Although they felt that they were giving more
weight to individual values than they had in the past,
they "agreed generally that they must do more to heip
students to find personal meaning--perhadps through
more sense of community--and touch the world outside"
(p. 33). The acknowledged the. importance of the hidden
curriculum and asked: “How could the school help over-
come fears of failure and create a climate in which
both individualism and a sense of community could
grow?" (p. 34). They wondered whether new school
structures might be designed "to allow students to be

more helpful to one another and teachers to be more



effective?" (p. 34). Most of the conference group pon-
dered the question as to how "to reconcile the require-
ments of high standards with compassion for 21l stu-=
dents, to nourish individuality while stimulating in-
tellectual growth" (p. 34).

The mainly male administrators were reminded by
a female participant that the developmental sequences
and patterns of girls and women differed from those of
boys and. men and that there were issues of self-
development and relationships which needed attention.

The quesStion which originally sparked the confer-
ence had been: "How will Harvard's new Ccre Curricu-
lum affect the college preparatory high schools?" (pp:
36-37). Nevertheless, curriculum quéestions were barely
touched and the conference participants "did not tackle
the question of what high school students should be
learning or what skills they should be acquiring. They
did not discuss curricular options nor, as Harvard did,
what it means to be an educated person in the latter
part of the twentieth century" (p. 37). Instead, they
placed those questions on agendas for the future:

Although convened originally to discuss the Har-
vard Core Curriculum's impact on a group of wealthy

school district and independent college preparatory



high schools, the conference discussion focused on the
school ciimate and the interpersonal relationships
within the schools rather than on the curriculum.

The issues were explored from the viewpoint of chief
school administrators who, as one principal put it,
"are consumed with the .ssues of management and, there-
fore, out of touch with the day-to-day lives of our
pupils® (p. 36). The participants agreed that although

their schools were somewh... atypical, "many of the
issues they discussed--moral values, the nature of
authority, the needs of the individual, the purposes
of éé;ﬁémic education--concern all schools. . . . All

educators centend with them" (p. 36).



